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Abstract 
JAMES M PALFREMAN-KAY 2000 
THE EXPERIENCES OF ADULT STUDENTS WYrH DYSLEXIA ENROLLED 
ON "ACCESS TO HIGHER EDUCATION" PROGRAMMES 
This study investigates the experiences of dyslexic students enrolled on the 
"Access to Higher Education" programme at five of the colleges of further 
education linked to De Montfort University. To supplement the main focus of the 
research the Learning Support tutors' experiences of helping this group of students 
were also investigated. 
A mixture of qualitative data collection methods, such as interviewing and 
questionnaires were used at various stages of the research to explore both student 
and staff experiences. 
By undertaking a process of critical reflection (Harvey, 1990) on both sets of 
experience, the research intended to: 
0 discover whether dyslexic students have been or contintie to be excluded from 
benefiting from the access into higher education opportunities; 
0 uncover what these barriers are and how they operate; 
c3 suggest ways to obtain maximum benefit from access opportunities into 
Higher Education for dyslexic students. 
This study discovered that there were a range of factors within the educational 
environment and wider society which influence whether or not dyslexic students 
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This chapter aims to provide an introduction to the research by mapping out the 
reasoning for this study. 
It aims to detail my initial interest in disability and the origins behind this research 
project. In providing such information, it will show that this study is grounded in 
the researcher's personal experience of the educational system and the wish to 
enhance the opportunities for disabled people within education. 
1: 1 A personal history 
My initial interest in disability, in particular dyslexia, stems from personal 
experience. Prior to the recognition of my dyslexia late in my secondary education 
I experienced difficulties with my education. The problems can be attributed 
mainly to teaching styles being too prescriptive and a lack of knowledge about 
dyslexia. The eventual recognition occurred by chance a teacher suggested that the 
difficulties I was experiencing n-dght be a result of dyslexia. After being assessed, I 
then had a successful experience due to supportive staff who encouraged and 
allowed me to develop my own styles of learning, which in turn allowed me to 
develop the necessary skills and strategies to obtain a place in higher education. 
On entering higher education I found that there was little support for, and 
awareness of, dyslexia. It was during my second and final years as an 
undergraduate at Leicester University that there was an improvement in the 
support available. During the second year this improvement was based around my 
receiving the Disabled Students Allowance (DSA), of which I only became aware 
after my mother had a conversation with the Welfare Services at Leicester 
University. The DSA was an additional grant which allowed me to purchase 
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equipment, such as a computer, to help me with my studies. My tutors began to 
offer me support sessions about my dyslexia and my specific educational needs. 
Further support was provided during my final year via the Learning Support 
Service. The overall result of this support programme was that it allowed me to 
achieve greater academic success at an undergraduate, and later at a postgraduate, 
level. 
It was during my first period of employment as the junior Research Fellow for the 
Disabled Students in Higher and Further Education Project that my academic interest 
of disability in higher education took root. The research conducted for that project 
formed the origins of this study. 
1: 2 origins of this research 
The research for the Disabled Students in Higher and Further Education Project 
required me to exan-dne the current provision and support available for disabled 
students enrolled on further and higher educational programmes. An element of 
this research required me to exan-dne the provision for disabled students enrolled 
on franchised programmes at the colleges of further education which are affiliated 
to De Montfort University. Whilst conducting this piece of the research I 
developed an interest in the support available to disabled students within further 
education. The research showed that there was greater support available to further 
educational students than to their counterparts in higher education. This was 
because the Further Education Funding Council (FEFC, 1996) had: 
... introduced a 
funding methodology designed to reflect the costs of 
the additional support needed by students with learning difficulties 
and/or disabilities. (p-1). 
It is through this mechanism that colleges are able to apply to the Further 
Education Funding Council for funds to develop a support provision. In contrast, 
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higher educational establishments have mainly relied on special initiatives (HEFCE 
M23/96) to increase access for disabled students. The difference in support 
between the sectors raised the question - would this variation encourage or 
discourage disabled students from entering further and higher education or 
making the transfer between these sectors? 
While investigating the provision available to disabled students at the affiliated 
Colleges, my attention was drawn to the alternative entry routes into higher 
education. One pron-drient route was the access programme. This route interested 
me because it aimed to make higher education more accessible, particularly to 
under-represented groups such as women, people from ethnic minority groups 
and people with disabilities (UCAS, 1996). Access is a programme which aims 
specifically to improve the life opportunities of individuals by creating an 
opportunity for them to obtain a qualification. However, disability theories, 
especially those using the social model of disability, suggest that disability is 
created by society's failure to take into account the needs of disabled people 
(Oliver, 1996). These conflicting opinions and theories, as well as my own personal 
interest in dyslexia, led to the question - "Do the experiences of dyslexic students 
enrolled on access programmes suggest that the access route provides this group 
with a second chance to achieve success? " which forms the basis of this research. 
The originality of this study is that it is the first published investigation of the 
experiences of dyslexic students enrolled on access programmes at colleges of 
further education. Previous research has focused on increasing access for disabled 
students from franchised programmes into a specific university (Morton and 
Aldridge, 1996). There has also been research which has specifically investigated 
the student experience, but that has mainly focussed on other non-traditional 
groups such as people from ethnic minorities (Connelly and Chakrabarti, 1999) 
which access programmes were designed to attract. 
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1: 3 Outline of study 
Having presented my personal interest in disability and the background behind 
the study, it is now necessary to map out the aims of this study. 
The research was primarily an investigation of the experiences of dyslexic students 
on access programmes. It was supplemented by an investigation of the experiences 
of Learning Support staff who came into contact with such students. The 
investigation of these experiences was undertaken during one academic year, on a 
monthly basis, September to June 1997-98. The further education colleges selected 
were institutions spread throughout the Midlands and had links with De Montfort 
University. 
A Critical Social Research paradigm (Harvey, 1990) was adopted to explore the 
student and staff experience of access. More specifically, a Critical Ethnographic 
method (Thomas, 1993; Carspecken, 1996) was adopted for this study. The Social 
Model of Disability (Oliver, 1990) is the theoretical framework adopted for this 
study. The Social Model of Disability fits into a Critical Social Research paradigm 
because it is able to highlight the barriers that disabled people face within society. 
To guide the analysis, the principles of Grounded Theory (Glaser and Strauss, 
1967) were drawn upon. The methodology and theoretical framework fit together 
because they share the same commitment, which is to challenge the oppression 
groups, such as disabled people, face within society, by helping to change it for the 
better. 
Qualitative methods of data collection were used to explore the student and staff 
experience. The student experience was investigated initially through un- 
structured then later semi-structured interviews. The Learning Support Tutor 
experience was investigated through semi-structured interviews and 
questionnaires. 
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The researcher had the following aims, which were to: 
a investigate the experiences of dyslexic students enrolled on access programmes; 
c3 determine if such opportunities do encourage dyslexic people to enter Higher 
Education; 
a show whether this group is marginalised within the educational environment, 
a increase the understanding and awareness of the needs of students with 
dyslexia within the access environment by highlighting the barriers they face 
through publication of the results. 
By meeting these aims, through a Critical Social Research paradigm, it is hoped 




This chapter maps out the theoretical framework adopted for this study. 
2: 1 Critical Social Research as an approach to undertaking disability 
research 
Critical Social Research was adopted because it is recognised by the disability 
movement as an appropriate approach for disability research (Oliver, 1992). This is 
because there is dissatisfaction within the disability movement about scientific 
studies such as the Cheshire Home research (Miller and Gwynne, 1972). This is 
because traditional research has been recognised as maintaining, instead of 
challenging, the oppression disabled people face within society. The aim behind 
Critical Social Research is to move away from denying to promoting the interests 
of 'oppressed' groups (Barnes et a], 1999) such as people with disabilities. As the 
researcher is committed to producing research that would contribute to 
challenging the oppression faced by disabled people, therefore improving the 
position of this group, it was decided to adopt a Critical Social Research approach. 
2: 1: 1 Critical Social Research and the Social Model of Disability 
A Critical Social Research approach (Harvey, 1990) was adopted to provide a 
framework to locate both student and staff experiences of access. Carspecken (1996) 
summarises this approach. 
Criticalists find contemporary society to be unfair, unequal, and 
subtly and overtly oppressive for many people. NVe do not like It, and 
we want to change it. (p. 7). 
Critical Social Research is an action-based approach that aims to reveal the barriers 
that oppress specific groups within society by not taking the: 
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... apparent social structure, social processes, or accepted history for granted. It tries to dig beneath the surface of appearances. It asks how social systems really work, how ideology or history conceals the 
processes which oppress and control people. (Harvey, 1990, p. 6). 
This approach aims to provide an insight into the social group being investigated. 
A Critical Social Research approach to this study would aim to establish the 
position of disabled students within the Further Educational environment whilst 
taking into consideration existing attempts to improve access to Further and 
Higher Education. 
The collection of knowledge is viewed as a key part of a Critical Social Research 
approach. It adopts the: 
... idea that knowledge Is structured by existing social relations. The 
aim of a critical methodology is to provide knowledge, which engages 
the prevailing social structures. These social structures are seen by 
critical researchers, in one way or another, as oppressive social 
structures. (Harvey, 1990, p. 2). 
Current knowledge, in this case of dyslexia, is based on existing relations between 
the phenomena under investigation, and the structures that form the social site 
under investigation, in this case the Further Educational environment. Therefore, 
existing knowledge about the position of people with dyslexia within the 
educational environment would be based on current attitudes and opportunities 
available to this group. For the purpose of this study, it is therefore important to 
have existing knowledge of the attempts to improve access into Further Education, 
as highlighted through the Tomlinson Report (FEFC, 1996). It is necessary to be 
aware of the financial difficulties mature students face when re-entering this 
educational environment, as this is potentially a confounding factor. 
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Critical Social Research uses the knowledge that it has collected about the group 
under investigation to question the: 
... nature of prevailing knowledge and directs attention to the 
processes and institutions which legitimate knowledge. (Harvey, 
1990, p. 6). 
Critical Social Research is therefore using the researcher's knowledge to question 
the validity of existing knowledge about the environment under investigation. This 
would involve taking into consideration the developments at a general level within 
Further Education, and more specifically on access programmes, to help disabled 
students as a whole. It would ask - does the access route into Higher Education 
encourage people with dyslexia to return to education? In considering this 
question, Critical Social Research looks to explore how the processes and 
structures, which support existing knowledge, help to maintain the oppressive 
structures faced by the group under investigation, such as dyslexic students. 
Critical Social Research is looking to establish why or how the structures under 
investigation are causing oppression within the environment under investigation. 
This research is using the new knowledge it gains, alongside political commitment 
to initiate change within society, in order to improve the position of the group it is 
investigating. 
Whilst recognising the important role of knowledge within Critical Social Research 
in providing a critique of a society, it is necessary to recognise that this approach 
views knowledge as a dynamic process not a static entity (Harvey, 1990). This 
means that knowledge about the social world is constantly changing, it is an 
evolving process. For example, knowledge about the position of disabled students 
within Further and Higher education could have changed after the introduction of 
the Disibility Discrimination Act (1995). Bearing in mind the evolving nature of 
knowledge, it is necessary to recognise that: 
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... what may be a radical critique at one moment may in a later 
context, appear to be superficial. (Harvey, 1990, p. 6). 
This means that this specific investigation of the access environment would 
inevitably appear dated since it was based on the researcher's current knowledge. 
It is therefore necessary when undertaking Critical Social Research to recognise 
that one undertakes it within a social milieu. For the purpose of this study it was 
necessary to locate this investigation of the dyslexic student experience within the 
context of attempts to improve access to the educational environment. 
The value of using knowledge within a Critical Social Research approach is that it 
is: 
... a process of moving towards an understanding of the world and of the knowledge which structures our perceptions of that world. 
(Harvey, 1990, p. 3-4). 
It can reveal how and why we gain knowledge and how it may affect specific 
groups within society. 
As the aim of critical social research is to reveal oppression, it makes it a suitable 
approach within which to locate the experiences of disabled people. This is 
achieved through Critical Social Research helping to translate the Social Model of 
Disability into practice, by helping to identify the obstacles faced by disabled 
people within society. This research approach aims to promote citizenship rights 
through the promotion of equal opportunities and inclusion. In this study Critical 
Social Research was used to reveal and highlight the barriers dyslexic students face 
within the access environment, in order to initiate change. 
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2: 1: 2 Critical Ethnography and Ethnography 
A Critical Ethnographic method (Harvey, 1990; Thomas 1993; Carspecken, 1996) 
was used to explore the student and staff experiences. It is important to show why 
Critical Ethnography instead of conventional Ethnography was selected for the 
purpose of this study. 
Before showing why Critical Ethnography, instead of Ethnography, was adopted, 
it is necessary to provide some historical background to both of these methods. The 
origins of Ethnography are located within the classical tradition of anthropology 
which emerged during the colonial period of the British Empire (Fielding, 1995). 
Ethnography was then a method used to describe the way of life of the indigenous 
people whom the Western European colonial powers ruled. The value of the 
Ethnographic method was in providing valuable information about the indigenous 
populations. Later Ethnography established itself as a method to explore obscure 
niches of social life. The emergence of the Chicago School helped to further 
develop Ethnography into the method it is today (Fielding, 1995). Instead of being 
a method to observe unknown cultures Ethnography moved into studying specific 
sections of the observer's culture. The Ethnographers influenced by the Chicago 
school placed an emphasis on: 
... seeing things from the perspective of 
those studied before stepping 
back to make a more detached assessment. (Fielding, 1995, p. 156). 
The change of focus may be attributed to decolonisation, as well as the Chicago 
School sociologists' interest in studying oppressed groups within Western society. 
The key work which established Critical Ethnography as a method for conducting 
social research was Paul Willis's 'Learning to Labour' (1977). This study 
introduced critical qualitative research (Carspecken, 1996) into the field of social 
research. Today Critical Ethnography is a method mainly used in the field of 
10 
educational research (Apple, 1986; Carspecken, 1991). There are examples of this 
method also being used in health research (Porter, 1993) where it is interpreted as a 
Critical Realist Ethnographic technique. 
The main aim of researchers who use Critical Ethnography is a commitment 
towards identifying and illustrating: 
... the processes by which cultural repression occurs. They then step back and reflect on its possible sources and suggest ways to resist it. 
(Thomas, 1993: 15). 
Whereas, the aim of an Ethnographic method is: 
... to produce detailed pictures of events or cultures - descriptions 
which stand in their own right without the need to worry about how 
representative the situation is or what the broader implications 
might be in terms of other events or cultures of the type, or of 
contributing to wider theories. (Denscombe, 1998, p. 70-71). 
Hence the similarity between Critical Ethnography and Ethnography is that they 
each aim to describe the social site under investigation. However, it is the 
intentions behind the research methods which differ. Critical Ethnography studies 
specific groups in order to free such groups from an oppressive Capitalist society 
(Hammersely, 1992), it looks to achieve change and improve the position of the 
group being explored. In contrast Ethnography, through drawing on its 
naturalistic origins, has developed into a method which allows the researcher(s) to 
construct a picture of the specific group under investigation within their own 
cultural setting. Thus the main difference between these two methods is that 
Critical Ethnography has a political and historical commitment behind its 
description of the social site under investigation, which Ethnography does not. 
Why is Critical Ethnography instead of conventional Ethnography a more 
appropriate method to undertake disability research? Through undertaking a 
detailed examination of the social group under investigation, such as dyslexic 
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students, a Critical Ethnographic method aims to locate this group within existing 
structures and power relations in order to establish how this group is oppressed 
within the social environment under investigation. A Critical Ethnographic 
method aims to reveal oppression by exploring: 
... where possible, the Inconsistencies between action and words in terms of structural factors; to see to what extent group processes are 
externally mediated; to investigate how the subjects see group norms 
and practices constrained by external social factors; to see how 
prevailing ideologies are addressed; to analyse the extent to which 
subversive or resistant practices transcend prevailing Ideological 
forms; and so on. (Harvey, 1990, p. 13). 
Conventional Ethnographers spend a: 
... considerable time In the field among the people whose lives and 
culture are being studied. The ethnographer needs to share in the 
lives rather than observe from a position of detachment. Extended 
fieldwork allows for a journey of discovery in which the explanations 
for what is being witnessed emerge over a period of time. 
(Denscombe, 1998, p. 68). 
A researcher becomes immersed in the field of study, to understand the group that 
is being investigated, with the intention of providing a straightforward description 
of the group: 
... the crucial factor, from this position, is the depth and detail of the description. the accuracy of what it portrays and the insights it 
offers to readers about the situation being studied. (Denscombe, 
1998, p. 70). 
The value of Ethnographic research is the detailed picture it constructs of the 
events or cultures that a researcher is exploring. A researcher is therefore able to 
fully understand the position of the group under investigation. The subjective 
emphasis has resulted in Ethnography being developed into a value-based way of 
exploring the social world (Harvey, 1990). 
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2: 1: 3 Power 
In comparing Critical Ethnography and Ethnography, it is necessary to explore 
how each deals with the issue of power relations. Critical Ethnography displays a 
direct commitment towards challenging the power relations which exist within a 
society, as a way to reveal the oppressive structural relations that exist within the 
environment under investigation (Harvey, 1990) such as access programmes. 
Critical Ethnography addresses the issue of power relations in an attempt to find 
out whether the group under investigation, such as dyslexic students, are really 
facing oppression within the educational environment. In achieving this goal, 
Critical Ethnography connects power relations with action, which results in this 
method interpreting: 
All actions... [whichl... 'intervene' in the stream of events and 
therefore 'make a difference, ' no matter how large or small. 
Moreover, all acts could have otherwise, in principle, and therefore 
they express the actor's power of determining one course of action 
over another. (Carspecken, 1996, p. 128). 
Critical Ethnography recognises that the actions of one group have the potential to 
affect another, by shaping the possible opportunities available to the other. For 
example, this method would view the lack of knowledge that teachers have of 
dyslexia as being oppressive, because they have the power to shape future 
educational and life opportunities available to this group. The lack of knowledge 
about dyslexia displayed by teachers could be explained by the hidden nature of 
this disability. Through highlighting how teachers are in a more powerful position 
than their dyslexic students, Critical Ethnography is attempting to improve the 
power relations between these two groups. 
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In contrast, Ethnography is a method that displays no direct commitment towards 
revealing the power relations within the environment under investigation. Instead 
it is a method where: 
... there is special attention given to the way the people being studied 
see their world. (Denscombe, 1998, p. 68). 
Through constructing a picture of the world under investigation from the 
participants point of view, Ethnography does not display the same direct 
commitment which Critical Ethnography does towards revealing the power 
relations. However, in providing a picture, Ethnography does have the potential to 
reveal the power relations between groups that exist within the environment 
under investigation. It was therefore possible for students to talk about their 
experiences of relations with their teachers if they were asked to talk about their 
experiences of education. 
2: 1: 4 Social Divisions 
How do these methods tackle the issue of social divisions? Critical Ethnography 
recognises the ways in which society is divided. This particular method adopts the 
view that: 
... the survival of any society requires repression of some 
acts, 
including predatory behaviour, or the imposition of social norms 
such as language. Not all constraints, however, are equally 
necessary or beneficial for social harmony and growth. Constraints 
that give some groups or individuals unfair advantage to the 
disadvantage of others, or social elements that automatically 
excludes some people from full participation in (and the benefits ofl 
the resources commonly available to those more privileged (e. g. 
health care, education, or employment) are considered unnecessary. 
(Thomas, 1993, p. 5). 
Critical Ethnography adopts the view that whilst some repressive acts are not 
acceptable, such as robbery, it also recognises that some groups may be excluded 
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more than others because of the way in which society is structured. One example 
would be the exclusion of dyslexic instead of non-dyslexic people within the 
educational environment by means of the emphasis on communicating with the 
written word. This form of exclusion results in dyslexic people being less able to 
achieve the same educational success, which in turn may restrict the life 
opportunities available to this group. Hence people with dyslexia do not have the 
same opportunities as would be available to their non-dyslexic peers, which results 
in the latter being in a more powerful position within society than the former. 
Critical Ethnographers wish to challenge the oppressive social divisions that exist 
within society through their commitment towards invoking social consciousness 
and societal change (Thomas, 1993). 
Ethnography adopts a different approach towards the issue of social divisions. 
Ethnography constructs a picture of the group under investigation through 
studying the culture solely for the purpose of describing it (Thomas, 1993). In 
developing this description Ethnography does not intend to reveal the social 
divisions that exist within the environment. However, with Ethnography wishing 
to construct a subjectively based picture of the environment, it may clearly be 
dependent on whether this group wishes to reveal such divides. 
2: 1: 5 Reflexivity 
A key characteristic of the ethnographic method, whether it is either conventional 
or Critical Ethnography is a requirement to address the issue of reflexivity. 
Thomas (1993) defines reflection as: 
... the act of rigorously examining 
how this Involvement affects our 
data gathering, analysis, and subsequent display of the data to an 
audience. (P. 46). 
Reflexivity, therefore, involves the researcher considering the impact they had on 
the study and how their influence has affected it from data collection through to 
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the presentation of the findings. Thomas (1993) states that a Crifical Ethnographer 
has to ask two questions when addressing the issue of reflexivity. 
The first Is, what is the truth quotient of the study? Here, we 
examine how own values and ideology Influence our work, whether 
we might inadvertently have excluded counterexamples that would 
subvert our analysis, and how our study might be different If we 
could redo it. The second question examines the social implications 
of our findings and how we present them. In this phase, we ask how 
our study challenges injustice and what the Implications for action 
are. (p. 47). 
Reflexivity for Critical Ethnography involves the researcher considering how they 
have affected the research and the implications of what they have discovered for 
the group under investigation, as well as wider society. 
Ethnography deals with reflexivity in a similar way, by asking the question. 
How far can my description of the culture or event depict things 
from the point of view of those involved. when I can only use my own 
way of seeing things, my own conceptual tools, to make sense of 
what Is happening? (Denscombe, 1998, p. 73). 
This process of reflection aids an Ethnographic researcher to construct a 
representative picture of the environment under investigation. 
In comparing Critical Ethnography and Ethnography, it is now necessary to 
establish why the former method was used. For the purpose of this study, it is the 
direct commitment of Critical Ethnography to revealing oppression within society 
that makes it preferable to conventional Ethnography. Harvey (1990) provides an 
explanation for this. 
Critical Ethnography, thus differs from conventional Ethnography 
because it locates specific practices in a wider social structure in an 
attempt to dig beneath surface appearances. It is Indifferent to 'value 
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freedom' and does not consider It necessary for the researcher to be 
a neutral observer. (p. 14). 
As Thomas (1993) states: 
Conventional ethnographers, study culture for the purpose of describing it; critical ethnographers do so to change it. (p. 4). 
It is Critical Ethnography's commitment to achieving change which makes it a 
suitable tool for carrying out disability research. 
2: 2 Critical Social Research and Grounded Theory 
Before establishing how Critical Social Research and Grounded Theory can work 
together to construct a detailed and complex picture of the access environment it is 
necessary to remind ourselves of the research approach and method of analysis 
used to explore the access environment. 
Critical Social Research is an approach that has traditionally focussed on the 
criticism of the contemporary social order within society. This approach has been 
reflected in the activities of Marxists, social critics and other radical social scientists 
(Harvey, 1990). Critical Social Research is a flexible approach that can be used to 
investigate a range of areas within social life. It has been used to provide a critique 
of bureaucratisation, institutionalised power and the manipulation of mass society 
(Ross, 1901; Thomas, 1917; Mannheim, 1972). 
The commitment of critical social research is to reveal the oppressive social 
structures that exist within society. Harvey (1990) states that the term structure can 
be interpreted in two ways within social research. The definition used for the 
purpose of this study is that structures are: 
... a complex set of Interrelated elements which are interdependent 
and which can only be adequately conceived of in terms of the 
complete structure. (Harvey, 1990, p. 25). 
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One example of such an element in this study is the financial support available to 
access tudents within the Further Educational environment. 
Critical Social Research states that the oppressive social structures a group such as 
dyslexic people, face are created through political and economic power, based on 
ideology. This research approach searches for oppressive social structures by not 
taking objective social appearances for granted. It tries to dig beneath the social 
structures to find out what is going on within the environment under 
investigation. It locates the social phenomena under investigation within their 
specific historical context, which would involve locating the dyslexic student 
experience of access programmes in the context of the developments that were 
occurring within the Further Educational environment between 1996-1999. 
Whilst aiming to reveal the position of dyslexic students within the access 
environment, Critical Social Research aims to improve the position of this group 
through: 
... an analysis of social processes, delving beneath ostensive and dominant conceptual frames, In order to reveal the underlying 
practices, their historical specificity and structural manifestations. 
(Harvey, 1990, p. 4). 
Grounded Theory has a different background and commitment from critical social 
research. Grounded Theory emerged from the two distinctive philosophic and 
research backgrounds of Anselm Strauss and Barney Glaser in their joint work 
'Discovery of Grounded Theory' (1967). Strauss's contribution to Grounded 
Theory was to help it to develop into the current interpretative method and stems 
from symbolic interactionist works such as W. I. Thomas (1966) and Martin Bulmer 
(1969). The symbolic interactionist work of the Chicago school of Sociology 
influenced Grounded Theory through: 
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... (a) the need to get out into the field, if one wants to understand 
what Is going on: (b) the Importance of theory, grounded in reality, to the development of a discipline; (c) the nature of experience and 
undergoing as continually evolving; (d) the active role of person in 
shaping the worlds they live in: (e) an emphasis on change and 
process, and the variability and complexity of life: and M the 
interrelationships among conditions, meaning, and action. " (Strauss 
and Corbin, 1990, p. 24-25). 
Glaser's influence on Grounded Theory was to shape it into a rigorous scientific 
method. This was through introducing: 
... the need for a well thought out, explicitly formulated, and 
systematic set of procedures for both coding and testing hypotheses 
generated during the research process. (Strauss and Corbin, 1990, 
p. 25). 
A further contribution of Glaser was for Grounded Theory to display an emphasis 
on empirical research, in conjunction with the development of theory. The 
intention behind developing Grounded Theory was to conduct research that 
would be of use for professional or lay audiences and has resulted in this method 
being used within the fields of education, social work and nursing (Strauss and 
Corbin, 1998). 
Before establishing how to develop Substantive and Formal Theory using the 
principles of Grounded Theory, it is important to draw on the principles of 
Merton's (1967) middle range research to assist with the analysis. Middle-range 
research recognises that although a researcher has developed initial ideas about a 
research problem through empirical observations of some social phenomenon, a 
theoretical explanation is constructed to explain the phenomenon under 
investigation (Layder 1998). The next stage of the research is then to proceed: 
... on the 
basis of finding more facts and information about the topic 
area or problem In question in order to 'test-out' the original 
hypothesis. The unearthing of evidence through empirical research 
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either confirms the initial theoretical ideas or disconfirms them 
leading to their reformulation or abandonment. (Layder, 1998, p. 16). 
Middle range research aims to develop a theory based on existing knowledge 
which would then be tested out during the research. This particular form of 
research can connect with Grounded Theory through recognising the knowledge 
that the researcher has and the impact on the research, which has otherwise been 
called theoretical sensitivity (Strauss and Corbin, 1990). Existing knowledge would 
be the recognition of attempts to improve access to education for dyslexic people, 
and the oppression disabled people face within society. 
For the purpose of this study, the middle range theory developed before the study 
was 'that dyslexic people encounter oppression at various levels within the 
educational environment. ' This preliminary hypothesis was tested out through 
investigating the various sub-categories, such as the respondents' experiences of 
education before access. Whilst this particular hypothesis was supported through 
the investigation of the students' experiences, it was clarified through the 
Cumulative Theory to emerge from the investigation of this particular category, 
which stated that 'the limited knowledge of dyslexia within society is a result of 
the hidden nature of this disability. The value of drawing on the principles of 
Middle Range Theory is that it provides a starting point to generate the 
Substantive, Formal and Cumulative theories which are a key part of Grounded 
Theory analysis. 
The theory or theories that a Grounded Theory method aims to produce are the 
Substantive Formal and Cumulative Theories. A Substantive Theory aims to 
depict: 
... what the researcher has actually seen and/or heard. (Strauss and Corbin, 1998, p. 169). 
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The intention behind Substantive Theory is to provide explanations that fit the 
substantive area being explored. Formal Theory builds on Substantive Theory by 
locating the study within the wider world (Strauss and Corbin, 1998). Cumulative 
Theory is the final stage within the Grounded Theory methodology that involves 
linking the various Substantive and Formal Theories together (Layder, 1982 and 
1993). In this research the aim is to link the theories generated from the 
environment under investigation with other theories, to provide a context in which 
to understand the position of those under investigation, that is the position of 
dyslexic people within the educational environment and society as a whole. 
In developing theory, whether it is a Substantive, a Formal or a Cumulative 
explanation of the environment under investigation, it is important to recognise 
the role of extant data (Layder, 1998) within this process. Extant data: 
... ranges far and wide to include anything and everything that can be brought to bear in an evidential sense on the forms of knowledge 
and explanation that our social theories provide. (Layder, 1998, 
p. 165). 
Extant data includes books and literature ranging between academic areas, 
popular literature, as well as representations through the media such as 
photographs, films and theatre. This specific form of data is therefore based on: 
... any aspect of social 
life that is capable of representation in a form 
which allows it to be offered or referred to as evidence of social 
trends, customs, habits, types of work or recreation, and so forth. 
(Layder, 1988, p. 165). 
The value of extant data is that it recognises the impact of the social world in 
helping a researcher to formulate Substantive, Formal and Cumulative Theories 
that aid our understanding of the environment under investigation, such as access. 
The significance of drawing on extant data for Grounded Theory analysis is that it 
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is recognises that, whatever explanation is generated, it is not just based on the 
specific site under investigation. 
Having shown how Critical Social Research and Grounded Theory can co-operate 
and how they explore social life, it is now necessary to reveal the relationship 
between the research approach and method of analysis adopted for this study. To 
show how Critical Social Research and Grounded Theory can work together, it is 
important to establish the key characteristics of this research approach and 
method. Table 2: 1 compares Critical Social Research and Grounded Theory. 
Table 2: 1 Critical Social Research and Grounded Theory 
Critical Social Research Grounded Theory 
ontology: What is the Historical realism -displays a Critical realism - displays a 
form and nature of reality which is shaped by picture created of the reality 
reality? political and economic power. under investigation. 
Epistemology: How do we Views knowledge as critical. A view of knowledge 
know the world? grounded on the perspective 
and views of the respondents. 
Overall Methodology: How Not restricted to any one Systematic generation of data 
do we gain knowledge methodology, but looks to with the aim of building up of 
about the world? locate any findings within a facts based on the respondent 
critical framework. experiences. 
Techniques of data Qua lita tive a nd Qua nta tive Qualitative and Quantative 
collection: How is the data methods of data collection such methods of data collection such 
collected? as questionnaires, interviews as questionnaires, Interviews 
and participant observation. and participant observation. 
Techniques of analysis: Dependent on the method A set of procedures to develop 
How is the collected data selected to investigate the a theory or theories about the 
analysed? social site or analyse the data. phenomenon under 
investigation based on the 
substantive data. 
Critical Social Research adopts a historically realistic view of reality. This method 
locates the phenomena under investigation, such as the dyslexic student's 
experience, within an historical context by exploring the social, political and 
economic factors that influence the phenomena under investigation. Annells (1996) 
states that Grounded Theory adopts a critical realistic interpretation of the world. 
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This particular interpretation is based on a Symbolic Interactionist interpretation of 
the world which aims to depict a faithful picture of the reality of the social site 
under investigation. 
Whilst Critical Social Research and Grounded Theory adopt two different 
approaches towards describing the environment under investigation, they display 
similar intentions by providing an interpretation of what is actually going on at a 
societal level. Critical Social Research aims to reveal the context in which the 
phenomena under investigation interact and how they are influenced by the 
structures that exist within the social environment under investigation. Similarly, 
Grounded Theory aims to reveal how the individual(s) under investigation interact 
within their social site, therefore attempting to display a picture that is faithful to 
the everyday realities of a substantive area (Glaser and Strauss, 1967). 
When turning to the epistemological stance of Critical Social Research and 
Grounded Theory it is evident that they differ in their interpretation. Critical Social 
Research adopts the view that the knowledge we have of the world should be 
located within a critical framework. As Harvey (1990) state: 
Critical social research Involves an epistemological perspective in 
which the knowledge and critique are Intertwined. (p. 3). 
Critical Social Research uses knowledge as a process of moving towards an 
understanding of how the world is structured and perceived. When turning to 
Grounded Theory it adopts a view of the world based on the respondents' 
experiences of the world through encouraging: 
... the researcher 
to focus on the 'close-up' features of social 
Interaction. (Layder, 1993, p. 55). 
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The choice of Grounded Theory displays a commitment to represent a faithful 
picture of the access environment through exploring how dyslexic students interact 
within this particular context. 
Critical Social Research views knowledge as an opportunity to inform our critical 
understanding of the environment under investigation, whereas, Grounded 
Theory views knowledge as a tool to describe the reality of the social context from 
the participants' perspective. It is, therefore, the political nature of knowledge that 
separates Critical Social Research and Grounded Theory. This is because the 
knowledge a Critical Social Researcher gains about the environment under 
investigation contributes to their intention to achieve social change, whereas 
knowledge within a Grounded Theory method is viewed as non-political, simply 
providing a value free insight into the environment under investigation. 
The overall methodologies of Critical Social Research and Grounded Theory 
clearly differ in how knowledge about the social world is collected. Critical Social 
Research is an approach that is not restricted to any one method of knowledge 
collection about the social world. As Harvey (1990) states: 
Critical social research encourages neither methodic monopoly, nor, 
more Importantly, method-led research. (p. 8). 
Critical Social Research places an emphasis on locating knowledge within a critical 
framework. 
When turning to Grounded Theory, it places an emphasis on thinking about and 
conceptualising data (Strauss and Corbin, 1994). It is noticeable that Grounded 
Theory places an emphasis on a systematic approach towards gaining knowledge 
about the social world. This is through: 
... developing theory that Is grounded In data systematically gathered 
and analysed. Theory evolves during actual research, and It does 
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this through continuous interplay between analysis and data 
collection. (Strauss and Corbin, 1998, p. 158). 
The rigorous commitment of Grounded Theory provides consistent interpretations 
of the reality under investigation through the generation of theory. 
Critical Social Research differs from Grounded Theory because the former is a 
value-based approach, whereas the latter is a systematic method. However, 
Critical Social Research and Grounded Theory can come together because Critical 
Social Research is not restricted to any one method to undertake investigations into 
social life. It is possible that a range of methods, whether they are Critical 
Ethnography or Grounded Theory, can be used to analyse the data. Through 
deploying Grounded Theory in collecting and analysing data, then locating the 
findings within a critical framework, I intend to reveal the position of dyslexic 
students in the access environment. 
Critical Social Research is not restricted to either qualitative or quantitative 
methods of data collection. As Harvey (1990) states. 
Critical social research requires that empirical material Is collected. 
It does not matter whether It is statistical material, anecdotes, 
directly observed behaviour, media content, interview responses, art 
works, or anything else. Whatever provides Insights is suitable. (p. 8). 
Grounded Theory is also a method that can use either qualitative or quantitative 
techniques of data collection to explore social life. Strauss and Corbin (1990) 
provide examples of how qualitative and quantitative techniques of data collection 
can combine. 
One might use qualitative data to illustrate or clarify quantitatively 
derived findings; or, one could quantify demographic findings. Or, 
use some form of quantitative data to partially validate one's 
qualitative analysis. (p. 18- 19). 
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Through using qualitative and quantitative techniques of data collection together 
Grounded Theory can provide a detailed and representative picture of the 
environment under investigation. 
Grounded Theory analyses data through the process called coding. Strauss and 
Corbin (1990) state that: 
... coding represents the operations by which data are broken down, 
conceptuallsed, and put back together in new ways. It is the central 
process by which theories are built from data. (p. 57). 
It is through the process of coding that theories about the environment under 
investigation are developed. Categorisation is by the constant comparative method 
of analysis, which involves looking for similarities and differences between the 
data to help in the development of Substantive, Formal and Cumulative Theory. 
The implication of Critical Social Research being a flexible approach is that a range 
of research methods can be used to undertake an investigation of a specific social 
site. It would therefore seem possible for Critical Ethnography and Grounded 
Theory to work together as research methods within a Critical Social Research 
approach. Both the methodologies aim to achieve the same goal, which is to 
produce a theory or theories to explain the social site under investigation in terms 
of interactions and meanings. 
The interactions, which Grounded Theory aims to reveal, can connect with the 
meanings Critical Ethnography looks to explore to provide a detailed insight into 
the environment under investigation. Grounded Theory builds up a picture of the 
social site, which would involve exploring how the dyslexic participants interacted 
with other students and College staff within the access environment in substantive 
areas, such as the experience of education before access. Critical Ethnography 
would then explore the meaning behind the actions of the dyslexic students in 
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selected substantive areas, therefore, explaining the respondents' reasons for 
starting access. Through investigating the meaning behind the respondents' actions 
a Critical Ethnographic method is able to suggest whether dyslexic respondents 
are encountering oppression within the access environment and cast light on why 
this might be the case. Grounded Theory and Critical Ethnography working 
together provide an insight into the complexities of the access environment by 
revealing the experiences of the respondents. 
However, one must recognise that there is a difference between Critical Social 
Research and Grounded Theory, in relation to the intention underlying the 
production of the theory or theories. For example, Critical Ethnography aims to 
provide an explanation about the position of disabled students within wider 
society, with the intention of improving the position of this group. However, 
Grounded Theory aims to explain specific small-scale substantive areas of the 
social site under investigation, such as dyslexic experiences of coping financially 
whilst on access, then placing this in context within the wider social world through 
developing a Formal Theory. There is no specific commitment towards change 
through the produced research findings. 
It is at this stage, the generation of theory, where Grounded Theory and Critical 
Ethnography can work together. Grounded Theory can be used as a method to 
generate research findings, which are represented through Substantive and Formal 
Theory, then placing these explanations within a critical framework to explain the 
position of disabled students within the access environment and wider society. 
Indeed, Glaser (1992) allows for this when he envisioned Grounded Theory as a 
vehicle for change because: 
... it gives a conceptual grasp by accounting for and interpreting 
substantive patterns of action which provide a sense of 
understanding and control, and an access for action and modicum 
changes. (p. 14). 
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While Grounded Theory can act as a tool which can contribute towards social 
change (Keddy et al, 1996), there is a clear emphasis on the researcher to take the 
explanations generated a stage further by placing them within a critical 
framework. The placing of Grounded Theory findings within a Critical Social 
research approach could be perceived as another form of building Formal Theory 
with a critical edge. This is because it is providing an explanation for the 
oppression dyslexic people face within society, through highlighting the specific 
barriers this group encounter within their environment and a wider explanation 
for their difficulties. 
A further outcome of combining a Grounded Theory method within a Critical 
Social Research approach is in its provision of a n-dcro and macro insight into the 
environment under investigation. The value of this mixed research method 
approach is that it has the potential to identify the specific and general barriers that 
are causing the oppression which specific groups in society face and, therefore, 
helps a Critical Social Researcher to bring about change. 
2: 3 Grounded Theory and the Social Model of Disability 
In establishing how Grounded Theory can operate within a Critical Social Research 
it is important to establish how this approach is compatible with the Social Model 
of Disability. 
The Social Model of Disability interprets disability as a form of social oppression 
(Powell, 1998). Grounded Theory will specifically highlight the oppression 
disabled people experience within the access environment. The oppression will be 
revealed by providing an insight into how the individual(s) interact with others 
within the social environment under study. The value of using Grounded Theory 
for study is that it is able to reveal the complex nature of the access environment. 
28 
The oppression will be revealed through Grounded Theory providing practical 
examples of the barriers disabled people experience within the educational 
environment. Corbin (1986) reinforces this view when advocating the value of 
Grounded Theory for the nursing profession. 
The advantage it offers the nursing environment is that it allows 
nurses to capture the complexity of problems and the richness of 
everyday life which makes up so much a part of their practice. 
(P. 9 1). 
The value of using Grounded Theory is that it is a method that will be able to 
highlight the complexity of the environment under study, which can help to 
contribute towards further refining and developing (Artinian, 1986) the Social 
Model of Disability, therefore strengthening it as an explanation of disability. The 
contribution that Grounded Theory can make is that it can help to make the Social 
Model of Disability more relevant to individual needs through revealing the ever- 
changing nature of the interactions of the participants within the selected 
environment. This helps to reveal a more complex and detailed insight into the 
oppression disabled people face within the educational environment. As Strauss 
(1978) states: 
We are confronting a universe marked by tremendous fluidity; it 
won't and can't stand still. It is a universe where fragmentation, 
splintering, and disappearance are the mirror Images of appearance, 
emergence, coalescence. This is a universe where nothing Is strictly 
determined. (p. 123). 
Through contributing evidence for the Social Model of Disability, Grounded 
Theory has the potential to help disabled people strive for the same citizenship 
rights as their non-disabled peers. The research of Knox et al (2000) also reflects the 
recognised that Grounded Theory is a method that can improve the position of 
disabled people within society, through focussing on a collaborative or partnership 
approach, when undertaking disability research. Grounded Theory has the 
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potential to be a research method that can help to create greater inclusion within 
an ever-changing society. 
2: 4 Models of Disability 
There are currently four models of disability which have been used to explain the 
position of disabled people within society. These are the Social, Medical and 
Individual Model of DisabilitY as well as the Social Model of Impairment. 
failure to take into account the needs of disabled people. The Social Model of 
The Social Model of Disability states that disability is created through society's 
Impairment is an attempt to recognise a disabled person's experience of their 
impairment(s). The Medical Model of Disability locates disability within a medical 
framework by focusing on the body. The Individual Model of Disability places an 
emphasis on rehabilitating a disabled person back into society. 
The intention here is to explore these various models of disability, in the order 
provided above, and establish how they define disability. 
2: 4: 1 Social Model of Disability 
The origins of the Social Model of Disability can be traced back to the 1960s and 
1970s when disabled people such as Paul Hunt, who was one of the founders of the 
Union of the Physically Impaired Against Segregation (UPIAS), began to challenge 
the control which quasi medical and Social Services professions exerted over 
disabled people. It was through the emergence of these types of disability 
organisations that the first reference to the Social Model of Disability appeared. 
Through the work of Finkelstein (1980) and Oliver (1990) the Social Model of 
Disability has become an established interpretation of disability. This particular 
definition is a new interpretation, developed by disabled people to explain their 
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position in society. The Social Model of Disability is based on a rejection of the 
Medical Model and the Individual Model of Disability and moves the focus onto 
society being responsible for the cause of disability. Oliver (1996) states that it is 
society's failure to provide appropriate services and to adequately ensure that the 
needs of disabled people are taken into account in its social organisation, which 
results in disability being created. By moving the focus away from the individual 
to society, the Social Model of Disability is acknowledging that disabled people are 
capable of, and have a right to, control their own lives. 
A close examination of the Social Model of Disability shows it is a holistic 
interpretation developed by disabled people to explain their position in society. It 
is an attempt to collectivise and politicise disabled people into a single unit by 
establishing an identity for disabled people. Campbell and Oliver (1996) express 
the value of this interpretation when they state that the Social Model of Disability: 
... freed up disabled people's 
hearts and minds by offering an 
alternative concept ualisation of the problem. Liberated, the direction 
of disabled people's personal energies turned outwards to building a 
force for changing society. (p. 20). 
By uniting disabled people into a single unit the Social Model of Disability 
promotes the right of equality for this particular group. The value of this 
interpretation of disability is that it highlights the areas in society where disabled 
people experience discrimination. By flagging up these areas, the Social Model of 
Disability attempts to achieve for disabled people the same citizenship rights 
enjoyed by non-disabled people. 
Since the Social Model of Disability has become an established interpretation, 
disabled people have started to question its relevance. The questioning of this 
interpretation is not surprising because as the disability movement becomes more 
an established part of society it is logical to expect criticism of existing 
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interpretations and even new models being proposed. These developments reflect 
attempts by disabled people to re-define their own identity within society. The 
Social Model of Disability has been criticised from within the disability movement 
because it does not sufficiently recogruse the individuaYs experience of disability. 
This is particularly in reference to gender (Morris, 1991), minority ethnic status 
(Stuart, 1993; Begum, 1994) and impairment (Crow, 1992; French, 1993). Sections of 
the disability movement have led individuals such as Abberley (1987) to argue that 
the Social Model of Disability should include a Social Theory of Impairment. 
Critics of this move, such as Finkelstein (1996), have argued that the effect of 
considering personal experience and impairment would be to dilute the 
effectiveness of the Social Model of Disability. 
2: 4: 2 Social Model of Impairment 
Another interpretation of disability to explain the position of disabled people is the 
Social Model of Impairment (Crow, 1996). This interpretation of disability has 
emerged because disabled writers have felt the Social Model of Disability has 
ignored personal experiences of impairment. Morris (1991) highlights this criticism 
when she states: 
... there is a tendency within 
the social model of disability to deny the 
experience of our own bodies, Insisting that our physical differences 
and restrictions are entirely socially created. While environmental 
barriers and social attitudes are a crucial part of our experience of 
disability - and do indeed disable us - to suggest that this is all 
there is to it is to deny the personal experience of physical or 
intellectual restrictions, of illness, of the fear of dying. (p. 10). 
The aim of this model of disability is to shift the focus away from society to the 
body, therefore acknowledging the individual experience of impairment. The focus 
on the body suggests the recognition that even when social barriers are removed, 
some impairments will continue to exclude disabled people from specific activities. 
French (1993) echoes this view when she states: 
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I believe that some of the most profound problems experienced by 
people with certain impairments are difficult, if not impossible, to 
solve by social manipulation. Viewing a mobility problem as caused 
by the presence of steps rather than by the inability to walk is easy 
to comprehend ... However, various profound social problems that I 
encounter as a visually impaired person which impinge upon my life 
far more than Indecipherable notices or the lack of bleeper crossings, 
are more difficult to regard as entirely socially produced or amenable 
to social action. (p. 16). 
The function of the Social Model of Impairment is to provide a framework for 
disabled people to locate their physical experience of disability, it is an attempt to 
win the broadest possible support for disabled people (Barnes et al, 1999). 
However, there are criticisms of this model from within the disability community. 
Barnes et al (1999) suggest that the Social Model of Impairment blurs the 
distinction between impairment and disability, through placing an emphasis on 
the body rather than social barriers, which results in obscuring the source of 
disability and the most appropriate targets for political action (Finkelstein, 1996; 
Oliver, 1996c). The concern about the emphasis on the physical body is that this 
definition can be viewed as another interpretation of the Medical Model of 
Disability. Recognition of this view comes from Shakespeare (1992), when he 
states: 
To mention biology, to admit pain, to confront our impairments, has 
been to risk the oppressors seizing on evidence that disability is 
really about physical limitation after all. (p. 40). 
The danger in acknowledging the physical pain of disability is that it moves the 
focus away from society towards the individual, where medical and Social Services 
professionals are able to exert control over disabled people, therefore returning to 
the "old days" where disabled people were marginalised within society. 
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2: 4: 3 Social Model of Disability and Dyslexia 
It is now necessary to establish whether dyslexia fits the Social Model of Disability. 
Dyslexia has become a prominent issue within society because of the emphasis on 
literacy and numeracy skills as the key for success in modern life. The failure to 
have these skills in place has resulted in many dyslexics being unable to obtain the 
qualifications that they need to obtain desired employment, therefore not being 
able to reach their full potential. The emphasis on writing skills is apparent as far 
back as the 19' century, when Berlin (1887) introduced the term "dyslexia" into 
written language: 
When searching for a definition of dyslexia, it is noticeable that there have been 
numerous attempts to define this disability. One definition was provided by the 
Dyslexia Institute (1989), which states that: 
... specific learning 
difficulties can be defined as organising or 
learning deficiencies which restrict the students' competencies in 
Information processing, in motor skills and working memory, so 
causing limitations in some or all of the skills of speech, reading, 
spelling, writing, essay writing, numeracy and behaviour. (p. 1). 
Support for dyslexia as a learning difficulty comes from organisations such as the 
International Dyslexia Association (ODS, 1994) and the British Dyslexia 
Association (BDA, 1995), who provide similar interpretations. 
It is also noticeable that at times dyslexia is referred to as a specific learning 
difficulty. This development was reflected in the Tizard Report (DES, 1972), which 
stated that: 
... since the term 'DyslexW... 
is used so very loosely-we think it 
would be better to adopt a more usefully descriptive term, specific 
reading difficulties, to describe the problems of the small group of 
children whose reading abilities are significantly below the standards 
which their abilities in other spheres would lead one to expect. (p. 5). 
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Support for the use of the term "specific learning difficulties" also comes from the 
Warnock Report (DES, 1978), which provides this term as an explanation for 
dyslexia. Reid (1994) suggests the term "specific learning difficulties" has emerged 
because it is part of a trend to merge this label with dyslexia. Purnfrey and Reason 
(1991) also suggest that the two concepts are becoming closer in interpretation, 
which has resulted in both these terms being used interchangeably. 
In providing some background information for dyslexia, it is necessary to see how 
this term fits with the models of disability such as the Medical Model and Social 
Model of Disability. Thomas and Watkins (1990) and Snowling (1987) suggest that 
dyslexia can be located within a Medical Model of Disability. The work of 
Hinshelwood (1917) echoes this claim. It states that dyslexia is a congenital defect, 
occurring in children with otherwise normal, undamaged brains, characterised by 
a disability in learning to read so great that it is manifestly due to a pathological 
condition and where attempts to teach the child by ordinary methods have 
completely failed. Further support for dyslexia definitions being located in the 
medical model comes from the work of Critchley (1970) which insisted that 
dyslexia was a medical responsibility; and Galaburda's study (1993) which showed 
that dyslexic brains are different in relation to the pattern of cell organisation that 
occurs during the pre-natal period of cell n-dgration. 
It is now necessary to see how dyslexia fits with the Social Model of Disability. 
Reid (1994) and Snowling (1987) suggest that dyslexia can be located within the 
Social Model of Disability through the failure of the educational system to take into 
account the learning needs of dyslexics. Recognition of this view comes from Reid 
(1994) who suggested that there should be attempts to match the curriculum to the 
needs of the student, irrespective of the difficulties being displayed, which would 
help to overcome the failure dyslexics already encounter within the educational 
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system. The work of Dodds (1993) and Russell (1992) is also cited as one way to 
help dyslexic students to overcome the difficulties they face within the educational 
environment. Their emphasis is on adapting the delivery of the curriculum to suit 
the person, instead of focusing on the individual's deficits or difficulties. This 
would involve teaching the same curriculum, but delivering it through different 
methods, to meet individual needs. Disability is created through a dyslexic person 
being forced to fit into the educational system and achieve what is expected of 
them within this specific environment. 
Dyslexia fits with the Social Model of Disability because of the emphasis within 
society on communicating through the written word, which is reflected within 
institutions such as schools and colleges, by placing an emphasis on gaining 
qualifications through written communication. Since one measure of success in 
society is what qualifications one has, it is possible that dyslexics are excluded 
because of the different way in which this group communicates. It is therefore 
likely that a dyslexic is placed at a disadvantage because they are less able to 
communicate in the same way as their non-disabled peers. 
Legislation such as the Disability Discrin-dnation Act (1995) explicitly recognises 
dyslexia as a disability. By providing rights for disabled people, including 
dyslexics, there is acknowledgement that society and the way it is structured is 
currently inaccessible. 
2: 4: 4 The Social Model of Disability and Further Education 
The assumption in adopting the Social Model of Disability is that the further 
education environment disables the individual disabled student. The Further 
Education Funding Council (FEFC) acknowledged the potential of the further 
educational environment to disable the student when it established the Tomlinson 
Committee with the brief to examine: 
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. current provision for those with learning difficulties and/or ýisabilities 
and to say whether the new legal requirements of the 
Further and Higher Education Act 1992 were being satisfied and If 
they were not in any respects, how that could be remedied. (FEFC, 
199 6. p. 1). 
This reports main recommendation of the greater need for inclusive learning 
within further education places a responsibility on this sector to better meet the 
learning needs of this group. This recommendation implies that there are barriers 
in place which are preventing disabled students from achieving educational 
success and that there is a need to break them down to make this sector more 
accessible. 
2: 4: 5 Medical Model of Disability 
The Medical Model of Disability is one interpretation of disability that has 
dominated Western societies. The medical model (Crow, 1996) locates disability 
within a clinical framework by solely focusing on the individual's body. This 
model interprets disability as: 
... a person's 
functional limitations (impairments) ... (as) ... the root 
cause of any disadvantages. (Crow, 1996, p. 57). 
By placing disability within a clinical framework disability is linked with illness 
and this places a responsibility on the medical profession to provide either a cure 
or treatment through appropriate medical services. Through providing medical 
support, doctors are helping to integrate disabled people back into an able-bodied 
society, so that they can live a normal life. Begum (1996) presents this view, when 
quoting a respondent from her research: 
I'm not asking for cure ... I'm asking for support in managing my 
situation. This might mean acknowledging it's tough, helping me 
access resources, and helping me plan health management and 
learn relevant skills. (p. 17 1). 
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The Medical Model of Disability is therefore useful if it is used to support the 
medical needs of disabled people. However, the criticism from the -disability 
movement is that it gives the medical profession considerable power over their 
lives. Begurn (1996) quotes one of her respondents to display the extent of this 
control: 
I find difficult the extent to which my doctor is given control over my 
life. In the last year she has had to confirm that I can travel abroad, 
need the adaptations in my house, can have alcoholic drinks and 
give a full medical for a second mortgage ... I have to pay for these 
services. She did not design the system and would like it to be 
different, nevertheless it does affect our relationship. (p. 164). 
The medical services doctors provide which help disabled people to live within an 
able-bodied society often result in the medical profession controlling the social 
environment of this group. The problem here is that doctors may think that they 
know better than a disabled person on how they should live their life. It is this 
control that the medical profession have over disabled people that resulted in this 
model of disability being challenged. 
2: 4: 6 The Individual Model of DiSability 
The Individual Model of Disability is a further interpretation that has don-tinated 
Western societies. Oliver (1993) provides an interpretation of this model when he 
states that: 
... the individual model sees 
the problems that disabled people 
experience as being a direct consequence of their disability. The 
major task of the professional is therefore to adjust the Individual to 
the particular disabling condition. (p. 15). 
There is a responsibility on health practitioners, psychologists and educationalists 
to rehabilitate a disabled person through helping them to get used to their 
disability. The Individual Model of Disability uses an individualistic approach 
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through pathologising a disabled person as a problem (Begum, 1996). The 
Individual Model of Disability which is favoured by Social Service professionals is 
separate from the Medical Model of Disability because it focuses on social 
intervention. In contrast, the Medical Model of Disability focuses on the physical 
body. 
Before considering alternative disability definitions, it is important to consider why 
these models emerged. Lessing (1981) showed why, when she stated: 
Our society creates an ideal model of the physically perfect person 
where people are unencumbered by weakness, loss or pain; it is 
toward this distortion of perfection that we strive and with which we 
all identify. Thus, denial of the existence of imperfections Is an 
acceptable form of behaviour and attitude. (p. 2 1). 
The origins of the Medical Model and the Individual model of disability are based 




Disabled students within education 
This chapter aims to chart the position of disabled students within the educational 
environment by reviewing the current literature. Placing the dyslexic student 
experience in context within the educational environment helps the researcher to 
understand: 
how social systems really work, how ideology or history conceals the 
processes which oppress and control people. (Harvey, 1990, p. 6). 
3: 1 Compulsory education 
Starting with compulsory education: dyslexic students encounter a rrdxed 
experience. Riddick (1996) highlighted three areas where . dyslexic students have a 
positive and negative experience of school. One of the problem areas was 
perceived difficulties with work at school. Riddick (1995b, 1996) suggested that 
spelling and writing problems were the most frequent difficulties in respect of 
schoolwork, which highlighted the prominence that children give to writing and 
spelling difficulties. 
One individual remembered the difficulty he faced with subjects that required a lot 
of reading: 
Like copying off the board, I get frustrated cause it slows us (me) 
down. Like the teacher will be speeding ahead and my writing's slow. 
David 12 years (Riddick, 1996, p. 123). 
Some children talked about the dilemma of whether to go for speed or accuracy in 
their work: 
If a teacher dictates work I can't write fast and neatly. Luke, 13 
years (Riddick, 1996, p. 123). 
40 
At a more general level the respondents also recalled the pressure to keep up and 
the constant humiliation of always finishing last, or getting the lowest mark in 
spelling tests. 
I usually finish my work last. Graham, 11 years (Riddick, 1996, 
p. 123). 
Other children also talked about the frustration of being told to hurry up and be 
tidier with their work. 
Just saying like, 'Hurry yourself up, ' and things like that when I 
cannot go any faster. David, 12 years (Riddick, 1996, p. 123). 
The above examples suggest that dyslexia has a significant impact on an individual 
student's writing, spelling and speed of work. Riddick (1996) suggests that these 
examples show that dyslexia is a developmental disorder that manifests itself in 
different ways at different ages and stages in a child's development. It is also 
acknowledged that the longer-term difficulties an individual student can face, 
within areas like writing and spelling, should not be overlooked. Riddick (1996) 
also states that it is important that educational providers have an understanding of 
writing, spelling and speed of work from a dyslexic child's perspective. 
Under estimating difficulties also emerged as an important part of the dyslexic 
student experience. Riddick (1996) found that some of the younger children tended 
to under estimate their difficulties or appeared reluctant to acknowledge them. 
This particular finding was supported by Mark, when he was asked about what 
difficulties he had with his work at school. He responded with the comment: 
I don't really have any problems. (Riddick, 1996, p. 124). 
And when asked how much he wrote compared to other children he said. 
I just write the same. (Riddick, 1996, p. 125). 
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In contrast, all of the mothers who took part in the study felt their children wrote 
less than their non-dyslexic peers. Mosely (1989) found a similar picture with 
dyslexic children writing less than their non-dyslexic peers. Taking into 
consideration this difference of opinion, Riddick (1996) questioned if the 
respondents were genuinely unaware of the extent of their difficulties; or were 
they personally aware, but not willing to admit to them; or had they, consciously 
or unconsciously, minimised their difficulties to maintain their self-esteem? 
The possible reactions are because the respondents displayed a different 
interpretation of their self-esteem. This response suggests that it is more likely the 
respondents have higher levels of self-esteem in some areas of the educational 
environment than in others: a link between level of self-esteem, the feedback that a 
child receives on their performance and the way that they perceive their 
difficulties. Some teachers gave examples of one strategy by providing as much 
positive feedback as possible and just picking up on a few basic errors. Pollock and 
Waller (1994) reinforced this approach when they agreed that pointing out 
arbitrary spelling and grammar corrections are of little use to the child who needs 
to be given structured, coherent feedback. Riddick (1996) considered how far 
children need to be aware of their difficulties in order to progress or to accept 
help? This raises questions about what type of support should be available to the 
individual, whether it is focusing on improving difficulties or making 
environmental changes. Whilst it is recognised that environmental changes such as 
extra time in exams, taping work and photocopied notes, are helpful, they can also 
create difficulty. Riddick (1996) recognises that many dyslexic children, as they 
grow older, try to cover or disguise their difficulties from their peers. It is 
acknowledged that: 
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... what might be acceptable to one child may be highly unacceptable to another child and much might depend on how obtrusive or 
unobtrusive the Intervention is. (Riddick, 1996, p. 128). 
This mixed view was illustrated by one of the respondents when asked about her 
experience of extra-time: 
Yes, that's helpful. I didn't think it-well, in some things it Isn't, but 
then in others it's been really helpful. (Riddick, 1996, p. 128). 
It was then explained why she found extra time obtrusive. 
I have to go and do it in the Sixth Form so everyone knows. it, s awful 
really. They don't consider your feelings that much. They made us get 
up, we had to walk out of an exam and go into another room, and 
there was like a hundred people watching us. (Riddick, 1996, p. 128). 
The availability of support is a step in the right direction, as it helps to make the 
school environment more accessible. However, there is the concern displayed by 
dyslexic students about "standing out" as someone different to their peers, which 
is difficult for the individual to accept. 
How children felt about their difficulties emerged as another part of the dyslexic 
student experience. The respondents, in dealing with their difficulties: 
... described themselves as 
disappointed, frustrated. ashamed, fed up, 
sad, depressed, angry and embarrassed by their difficulties. (Riddick, 
1996, p. 129). 
In highlighting how they felt, the respondents talked about the various strategies 
they used for dealing with dyslexia. Some of the strategies the respondents used 
ranged from writing less to getting classmates to help and avoiding hard to spell 
words. These strategies, highlighted by Riddick (1996) fit with existing research, 
such as Mosely (1989) who showed that both children and adults with spelling 
difficulties have a restricted written vocabulary because of this barrier. 
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Riddick (1996) further highlighted a difference in educational expectations of 
dyslexic students between primary and secondary school. Primary school teachers 
were generally optin-dstic about their ability to overcome and improve their 
difficulties. Whereas secondary school teachers were more negative in their 
attitudes and did not expect the children to show substantial improvements. The 
increased number of strategies named by secondary children may be a response to 
this shift in ethos (Riddick, 1996). 
"Best" and "worst" teachers' characteristics emerged as a part of the dyslexic 
student experience of school. Table 3: 1 highlights children's and mothers' 
perceptions of the best and worst teachers. 
Table 3: 1 Children's and mother's perceptions of the best and worst teachers they 
had encountered 
Bestteachers 
Children's perceptions (n=18') Mothers' perceptions (n= iiiFf- 
Encourages/ p raises 9 Encourages/ praises 12 
Helpful/adapts work/explains 7 Knows strengths 8 
Understand ing/doesn't show up 6 Positive/support 7 
Doesn't shout 2 Believes in child 7 
Sense of humour 2 Boosts self-esteem 7 
Knew child was dyslexic 1 Understands 7 
. 
Treats as intelligent 1 dyslexia 
Worst teachers 
Children's perceptions Mothers' perceptions 
Cross/ impatient/shouting 7 Doesn't understand 6 
difficulties 
Criticises or humiliates 6 ruts down or humiliates 5 
Not helpfu I/ negative 5 Negative attitude/no praise 5 
Ignores/thinks useless 4 Low expectations/ ignores 72 
Not understanding/ Lacks tolerance/ no 
Insensitive 4 allowances 3 
Blames you/ thinks you are Shouts at child 3 
Lazy 4 
Red lines through work 3 Red lines through work 4 
' As 4 out of the 22 mother/child pairs said they had not encountered any best or worst teachers 
only the remaining 18 pairs are represented on this table. 
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Riddick (1996) highlighted some of their respondents' experiences. One 
respondent and his mother recalled how positive one teacher was: 
She was wonderful, she encouraged him, praised him and rewarded 
him. She boosted his self-esteem and he progressed a lot with Mrs 
M. She enjoyed teaching him. 
Mrs M. She knew I was intelligent. She used to encourage me and 
she used to help me with my work. (Riddick, 1996, p. 133). 
Children and mothers also mentioned the importance of not being shown up or 
humiliated by teachers: 
Like she makes allowances for me and she doesn't show me up. She 
praises me and gives me gold stars. (Riddick, 1996, p. 134). 
Turning to the worst teachers, there was close agreement between dyslexic 
children and mothers. One respondent recalled his experience of primary school: 
There was one in the primary school, I won't mention her name. She 
said I was useless at everything and I couldn't do anything. My mum 
was very angry. (Riddick, 1996, p. 134). 
Another respondent recalled little tolerance being displayed by another teacher: 
His second teacher was a battle axe. There was red writing all over 
his books and no praise at all. (Riddick, 1996, p. 134). 
Moving onto secondary school both mothers and children felt their teachers 
criticised them, ignored them and had low expectations. One respondent's mother 
recalled her daughter had been put in the "bottom" set for everything. 
She's had teachers who've yelled at her, crossed everything out, 
labelled her slow and had low expectations of her. (Riddick, 1996, 
p. 135). 
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Another respondent's mother recalled that despite her child's IQ and motivation, 
her child put in the bottom set for most subjects. 
At school they think he's great, but he's in the bottom set for 
everything. He's not being given any homework, he's probably not 
being stretched enough. Some of the teachers think that because 
they're in the bottom set that they don't matter, they Ignore them 
and give them less attention. (Riddick, 1996, p. 135). 
The worst teachers were therefore thought to be negative in attitude, critical, 
humiliating, lacking in understanding and even ignoring dyslexic children. The 
findings about good and bad teachers are reflected in other research (Burns, 1982), 
which found a similar picture. 
Riddick et al (1997) further explored the dyslexic student's experience of school by 
exploring what it is like to grow up with this disability. Riddick et al (1997) 
suggested that: 
... the students in our sample could be said to have fairly negative 
perceptions of their school experience. Some of these perceptions are 
of punishment and humiliation owing to their teachers' perception of 
them as being lazy and failing to work hard enough to achieve their 
potential. (Riddick et al, 1997, p. 160). 
These negative experiences were mainly reflected by older students who took part 
in the research, who had attended school when dyslexia was not recognised within 
the educational environment. Younger students also reported a similar negative 
experience with schools not recognising dyslexia or willing to provide appropriate 
support. These negative encounters seem to be common in the existing literature 
(Osmond, 1993; Barga, 1996), reflecting the dyslexic educational experience. 
Some research also found dyslexic students had a positive experience of school. 
Riddick et al (1997) characterised this positive experience as protective factors. One 
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of these factors was early identification, which one of the respondents recalled as 
contributing towards a positive experience of school. 
No, not really, because I was the famous one. A famous dyslexic, 
because it was found out early on. So everyone cottoned on to it and 
recognised it. But not recognise as in sort of help you or teach you 
differently. They said, ' It's OK, we understand you're not thick. ' 
(Riddick et al, 1997, p. 147). 
Early identification and recognition of the nature of their difficulties enabled these 
individuals to avoid the stigma of being perceived as not acaden-dcally capable, 
therefore increasing the chances of having a positive experience of education as a 
whole. 
Another protective factor to emerge was the quality of the support that some 
teachers were able to give. Riddick et al (1997) found some teachers were sensitive 
and receptive to the difficulties of the student and provided appropriate support. 
The woman ... [at school] ... was very, very sympathetic and very helpful and she sort of helped my reading and my dad made me read 
every single night. I had to read two pages when he got home from 
work. (p. 48). 
Whilst this respondent found the support helpful, the students, on the whole, had 
encountered difficult and painful experiences of support. This view was 
characterised by the respondents' feeling that the support was inappropriate, such 
as learning to spell "baby words, "' or being placed in a group where: 
the rest of the morons did not want to work. (Riddick et al, 1997, 
p. 16 1). 
It is also important to remember that primary education for some of the 
respondents occurred when literacy problems were seldom recognised. Instead of 
recognising this disability, it is likely teachers may have viewed dyslexic students 
displaying a: 
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... slovenly attitude rather than an Inability to spell and produce well- 
written, well organised work. (Riddick et al, 1997, p. 16 1). 
It is important to recognise that the negative experience will be given greater 
weight by the individual than a positive one, which will clearly influence 
educational experience. 
A further protective factor to emerge as important to the dyslexic student 
experience was the quality of parental support. Some of the students in the sample 
recalled positive support provided by their parents: 
Yes, they thought it should have been the teachers, but they had to 
take it on themselves. (Riddick et al, 1997, p. 135). 
They also recalled their parents' struggle with the school to have the nature of their 
difficulties recognised. 
They knew right from the start about spelling - right from the age of 
primary school at about 6. They talked to the teachers all the time 
and they said 'It'll come. ' So they weren't bothered at all. (Riddick et 
al, 1997, p. 13 1). 
The research also revealed examples of students receiving little help from their 
parents to assist them with their educational experience: 
... my father was very 
hostile to the whole thing. He was very 
negative, and he couldn't understand, and was very let down, and 
there was no support from my father. (Riddick et al, 1997, p. 66). 
Parents sometimes believed that the teachers were right and their judgements 
should not be questioned. 
They were told when I was 6 that I must be a great disappointment 
to them by the school I was at, that I would never achieve great 
things, [that] I was thick and stupid. My parents never bothered and 
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they accepted that, they weren't educated people. (Riddick et al, 1997, p. 79). 
The impact of this encounter is that the individual student will believe that they 
are not academically capable and be isolated from both their parents and their 
pa ren ts. 
The effect of the school experience on the dyslexic student was mixed. Riddick et al 
(1997) suggest that dyslexia has a continuing influence through wanting to show 
them (teachers) and to prove themselves academically capable. Alternatively, other 
students focus on the anxiety with which the experience has left them and the 
effects upon their self image, whilst others are angry and frustrated or lacking in 
confidence. It seems more down to chance - happening to select the right school 
and teachers - which would result in dyslexics having a positive experience of 
school. 
Exploring the dyslexic student experience of compulsory education has 
highlighted within the literature it is evident that this group will have a n-dxed 
experience of this particular sector. Whether the respondent will have either a 
positive or negative experience is dependent on coming into contact with a school 
and staff who have knowledge of dyslexia and are able to provide appropriate 
support, plus appropriate some parental factors. 
Taking this variation into consideration, it is necessary to explore why dyslexic 
students and, possibly others, encountered this variety of experiences during 
compulsory education. One explanation for this variation in experience is that is 
dependent on the individual student coming into contact with teachers who have 
knowledge of this particular disability. This point is echoed through the research 
of Riddick (1996) which highlighted good and bad teachers within compulsory 
education, as part of the student experience. Recognition of this inconsistency is 
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reflected in the work of Pumfrey and Reason (1991), Peer (1994) and Edwards 
(1994), who recommended teacher training on dyslexia. This would increase the 
chance of this disability being recognised and place teachers in a better position to 
provide appropriate support. The impact on the dyslexic student experience is that 
increased knowledge of dyslexia improves the chance of this group achieving 
acaden-dc success, which will contribute towards the individual student feeling 
more included, therefore, less different from their peers. 
In recognising that teachers' limited knowledge of dyslexia is contributing towards 
this group having a mixed experience of compulsory education, it is important to 
consider whether there are any further factors in place that are contributing 
towards this variation. 
The introduction of statementing, through the 1981 Education Act, is one factor 
which influences a disabled student's experience, whether or not they are dyslexic. 
In theory the introduction of statementing helps to make the compulsory sector 
more accessible, because it aims to develop a plan that intends to meet individual 
need, therefore, enabling the individual to achieve academic success. However, 
the problems highlighted with statementing by Leicester (1999), who found the 
sta tementing process was taking too long. The Audit Commission (1992,1992a and 
1992b) discovered that Local Educational Authorities (LEAs) have attempted to 
avoid providing the funds for statemented children, which suggests that a disabled 
child may not receive the support they require to make the environment accessible. 
The financial cost of providing a statement and the support identified is that it has 
the potential to stop dyslexic students from receiving the support they need to 
achieve academic success, therefore, enforcing a feeling of exclusion within the 
educational environment and wider society. 
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The picture that ernerges is that it is more likely to be a lottery whether or not a 
dyslexic student will have a positive experience of compulsory education. Some 
being fortunate enough to come into contact with teachers who have knowledge of 
this disability and are able to provide appropriate support, as well as being lucky 
enough to select an LEA and school that is able to meet the educational needs of a 
dyslexic student, possibly through the mechanism of their statement. Whereas, 
failure to come into contact with aware staff, school and LEA can result in dyslexic 
students not being able to achieve the academic success of which they are capable, 
life opportunities. 
3: 2 Further education and disability 
Turning to further education: there have been attempts to open up this sector for 
disabled students. A significant contribution was the Further and Higher 
Education Act, 1992, which established the Further and Higher Educational 
Funding Councils the FEFC and the HEFCE. Section 4 of the Act placed a 
responsibility on the Council to have regard to the requirements of persons having 
learning difficulties. Before the Act came into force: 
... provision 
for students with learning difficulties and/or disabilities 
varied significantly from college to college and from one Local 
Education Authority to another In size, quality, range, and in the 
commitment and effectiveness with which It was managed. (FEFC, 
1996: 1). 
To establish whether the Council was meeting the Act's requirements, the 
Tomlinson Committee was formed. This Committee was asked to: 
... examine current educational provision 
for those with learning 
difficulties and/or disabilities and to say whether the new legal 
requirements of the Further and Higher Education Act, 1992 were 
being satisfied and, if they were not in any respects, how could it be 
remedied. (FEFC, 1996: 1). 
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The main recommendation to come from this Report was the need for inclusive 
learning. The purpose of this key recommendation was to develop an environment 
of inclusion, which encourages disabled people to enter and have a successful 
experience of mainstream further education. Inclusive learning is helping to 
provide disabled people with the same educational opportunities available to their 
non-disabled peers. 
Another attempt by the Funding Council to improve access to further education 
has been through its funding methodology. Since 1994-95 the Council's 
methodology has: 
... contained an element to provide additional units for those 
students who require additional support for their learning. (FEFC, 
99/05, P. 3). 
The aim of this retrospective additional funding is to provide institutions with the 
money they require to provide support for this group of students, with the aim of 
making their programmes of study more accessible. This funding would cover 
areas such as additional teaching, interpreting or personal care. To help the 
institutions access this additional funding: 
... guidance Is provided on 
how to build these additional costs into 
College budgets. The guidance emphasises the importance of 
planning, and encourages to draw on Information derived from 
multi-agency collaboration, school links and careers information. 
(FEFC, 99/05, p. 3). 
The Funding Council is, therefore, providing institutions with the opportunity to 
obtain funds to help colleges to make their environment more accessible, 
increasing the chances of this group having a much-improved educational 
experience. 
A further attempt to make the FE sector more accessible was through the Council 
defining good practice in supporting this group. This has been through its report 
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on the 'Provision for Students with Learning Difficulties and/or Disabilities' 
(1996). It defines a successful provision: 
... where senior managers provide strong, effective leadership, are knowledgeable about the work committed to developing an'inclusive' 
approach to education In which all students are perceived to be of 
equal value, and demand the same level of rigour as they do for any 
other area of provision. Responsibility for students with learning 
difficulties and/or disabilities Is shared by the college as a whole and 
not allowed to rest solely with a specialist department. Often, where 
there Is provision of high quality, it Is supported by a policy which 
staff from all departments have developed. The policy Is used to spell 
out the College's philosophy in relation to its provision for students 
with learning difficulties and/or disabilities and to provide a 
framework for the development of the provision. Care is taken to 
ensure that the provision is co-ordinated across the College by: 
establishing clear roles and responsibilities, Identifying 'named' 
people in each department or faculty to act as the contact person for 
students with learning difficulties and/or disabilities: and providing 
sufficient time for the co-ordination of the provision. (p. 13- 14). 
Good practice towards disabled students is, therefore, developing a provision 
which is embedded within all levels of the structure of the institution. A 
supplement to these attempts to make the sector more accessible is through the 
Funding Council using a team of inspectors to evaluate the quality of provision for 
this group. 
The introduction of the Disability Discrimination Act (1995) has also helped this 
sector to become more accessible for disabled students. This is firstly through the 
Act requiring the Funding Council to produce an Annual Report to the Secretary of 
State on: 
, a. the progress made during the year to which the report relates in týe provision of further education for students with learning 
difficulties and/or disabilities: and 
b. its plans for the future provision of further education for students 
with learning difficulties and/or disabilities. (FEFC, 99/05, p. 3). 
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The significance of this approach is that it is keeping the government abreast of the 
moves towards making this sector more accessible for disabled people. Through 
this approach it will help the government to identify the need, whether to carry on 
with existing policies, or to change them. The second requirement of this piece of 
legislation is for the Funding Council to require further education colleges to 
publish annual Disability Statements. The Statement aims to provide information 
about the facilities each college has in place for disabled students. 
The next major development within Further Education which touched on the issue 
of disability and Further Education was the Kennedy Report (FEFC, 1997). Its aim 
was to advise the Funding Council on how it could achieve one of its aims, which 
is: 
... access to 
further education for people who do not participate In 
education and training, but who could benefit from it. (FEFC. 1997, 
PAII). 
The Kennedy Committee was, therefore, not directly considering the issue of 
disability and Further Education, but it was investigating ways in which it could 
make this sector more accessible to groups that would not normally participate. 
One of the key findings to emerge was that market principles would not widen 
participation (FEFC, 1997). The value of these reports is that they moved the focus 
away from the traditional opportunities available to disabled people within this 
sector such as: 
... 6social training, 
" general life skills, ' and specialist disability skills 
such as lip reading. (Barnes et al, 1999, p. 108). 
to more mainstream educational opportunities such as the vocationally based 
qualifications available to non-disabled students. 
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In establishing the wider developments to improve access to further educa don for 
disabled people, it is important to consider whether these changes would 
encourage dyslexic students to progress on to higher education. The significance of 
these wider developments is that, in theory, they help to contribute towards 
creating an inclusive further educational environment, through recognising the 
additional support needs of dyslexic people. The implication of these 
improvements is that they have the potential to encourage a dyslexic student to 
progress into Higher Education, but the key question to consider is how dyslexic 
people would become aware of the moves towards improving access within 
further education? 
The main obstacle that Further Educational providers needed to overcome was to 
show to dyslexic people that the negative experiences that they encountered 
previously within their education would not be repeated. There are two main ways 
in which dyslexic people can find out about developments within this sector. The 
first route is through institutions marketing the support available, through college 
or programme literature. The value of this route is that it will help individuals who 
are already aware of their dyslexia to seek immediate support with their studies, 
which increases the chance of achieving academic success sooner rather than later. 
The second route in which an individual dyslexic student can discover the 
developments within further education is more through chance. This would occur 
through dyslexic students coming into contact with either previous students or 
staff who have knowledge about the developments within further education to 
help disabled students. The value of this contact is that it could also lead to a 
student discovering that they are dyslexic, if they were previously unaware. 
The picture that emerges is that the attempts to improve access for disabled people 
have the potential to increase awareness and raise the understanding of the needs 
of this group within the further educational environment. This is through 
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providing dyslexic students with the support to enable them to achieve academic 
success. The implication of these developments is that if a dyslexic student has a 
successful experience of further education, it will encourage them to progress onto 
university, based on the belief that they will encounter similar positive 
experiences. However, the lack of promotion of these opportunities suggests that 
some dyslexic people may miss out on the opportunities that furthering one's 
educational career can bring, such as qualifications, which lead to improved career 
opportunities. This is because they believe that the similar negative experiences, 
which they encountered previously within their education, would be repeated. 
3: 2: 1 Development of the access programme 
In establishing the attempts to make further education more accessible to disabled 
students, it is necessary to explore the development of the access programme. In 
investigating the developments behind access it is important to establish whether 
this programme genuinely encourages dyslexic people to progress on to higher 
education. 
When exploring the mature student experience of access, it is important to establish 
how this course has developed. The literature concerning the development of 
access has focused on a range of issues. Some of these being the origins behind 
access and whether this programme is still targeting "non-traditional" groups. 
Murray (1987) on behalf of the Further Education Unit (FEU) explored the 
background to access. This educational programme was established through a 
Department of Education and Science (DES) initiative in 1978. A selected number 
of Local Educational Authorities (LEAs) were invited to establish access 
programmes. The intention was to run these programmes, for a year, at Colleges of 
Further Education and Adult Community Centres. 
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Access was designed to attract people from non-traditional groups. Murray (1987) 
defines these groups as individuals who had previously poor experiences within 
the secondary educational system, such as people from ethnic minorities or 
disabled people. Other authors (Heron 1986; Kearney and Diamond, 1990; Kirton, 
1999) reinforce this claim when highlighting that access was designed for ethnic 
minority groups. Benn and Burton (1994) acknowledge that it was aiming to attract 
students from working class backgrounds. Murray (1987) recognises that access is, 
therefore, providing non-traditional groups with a second chance to obtain 
qualifications, therefore, increasing the chance of achieving success within society. 
Murray (1987) acknowledged that there is need for Institutions which run access 
programmes to recognise that prior educational experiences may have had a 
negative impact on the individual. It is necessary for Institutions to recognise these 
barriers and to place an emphasis on helping this group to develop their maximum 
potential. 
When turning to the access programme itself, finance was identified as an 
important issue. Access students were not eligible for mandatory grants, therefore, 
they turned to Local Educational Authorities (LEAs) for discretionary grants. No 
additional funds were provided under the DES Access initiative for LEAs to help 
them meet the cost of providing such grants. Other issues mentioned were the 
need for a balanced curriculum. It is recognised that non-traditional learners 
would not accept a curriculum which is remote from life experience and teaching 
approaches which ignore or patronise experience. 
Murray (1987) concluded that the provision of access is still patchy and students 
who were disadvantaged by background and income still faced obstacles, in 
particular through not receiving grants. However, he recognised that when access 
students move on to higher education, their academic performance is impressive. 
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Woollard (1988) provided further information about the origins of access 
suggesting that the motivation behind access was based on a commitment to attract 
people from ethnic minorities to certain professions in which they were under- 
represented, such as teaching. "Access to Higher Education" was a second aim 
behind this particular programme. Whilst originally access was designed for people 
from ethnic n-tinorities, Woollard (1988) recognised that this programme of study 
was also targeting other groups such as women and other specified groups. 
The work of Benn and Burton (1995) picked up on the principle of targeting non- 
traditional groups and attempt to establish whether this is occurring in reality with 
access. The research findings were structured around three headings, which were: 
c3 results from the survey of access course directors; 
u responsiveness of programmes to needs of targeting groups; 
u results from the survey: AVAs (Authorised Validating Agencies). 
The findings from the survey of access course directors were organised under two 
sub-headings: exclusive targeting and priority targeting. 
Some of the findings from exclusive targeting revealed that seventy per cent of 
access programmes were exclusive to over 21s. It was also found that 11.8 per cent 
of programmes are exclusive to women; 5.9 per cent to the unemployed, 3.9 per 
cent to black people, 2 per cent to Asians; I per cent to other ethnic minority 
groups and none for disabled people. 
Turning to priority targeting, access programmes seemed to be giving priority to a 
range of groups. The survey revealed that 28.4 per cent of programmes gave 
priority to women, 16 per cent to disabled people, 29.4 per cent to black people, 
27.5 per cent to Asians, and 22.5 per cent to the unemployed. Benn and Burton 
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(1995) suggest these figures display a contradiction between a substantial number 
of programmes, 73.9per cent stating that they do not apply positive discrimination. 
This contradiction shows that targeting policies may have no clear process of 
implementation. 
Responsiveness of programmes to the needs of target groups was organised under 
four sub-headings. These were curriculum and syllabus, practical support, 
selection criteria and social purpose. Some of the issues to emerge were that the 
access yllabus reflected the needs of target groups. Two-thirds of the respondents 
identified support through timetabling, creche facilities and finance. However, it 
was noted that there was very little support available to people from ethnic 
minority groups, for example, only four courses offered language support. Other 
issues highlighted were that targeting in access was contradictory, apart from age 
being the main selection criteria, there was limited positive discrimination towards 
non-traditional groups. 
Turning to the results from the AVAs survey: the data was organised under three 
sub-headings. These were the requirements of targeting by programmes, target 
policy and AVAs and social purpose. The role of AVAs is to provide a framework 
of national recognition for access programmes. The AVAs have various tasks which 
range between acting as awarding bodies for access programme certification and as 
a quality assurance agency. The emphasis on local requirements allows AVAs 
considerable influence in the shaping of access provision. Some of the issues 
highlighted were that 77.4 per cent of AVAs require their access programmes to 
have a targeting policy. It is acknowledged that 62.1 per cent of AVAs felt that 
access aimed to change the position of certain groups in society. 20.7 per cent felt 
access aimed to change the position of certain groups, but also to increase 
individual opportunities. 
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Benn and Burton (1995) concluded that access has a social purpose through its 
targeting comn-dtment. However, it is recognised that current developments with 
selection criteria which place an emphasis on enthusiasm and motivation has 
resulted in mainstrearning of this educational opportunity. Connelly and 
Chakrabarti (1999) echo this view, in recognising the lack of success in attracting 
students from ethnic minority groups on to access programmes. Benn and Burton 
(1995) highlight the concern that access may not be able to target non-traditional 
groups. 
In exploring the developments behind access it is necessary to consider whether 
this educational programme in reality offers dyslexic people the opportunity to 
enter higher education and obtain a qualification. By establishing the origins 
behind access, it is clearly a programme that has not always offered disabled 
people, including dyslexics, the opportunity to re-enter education and progress 
onto university. The question to be considered is why access programmes are now 
recognising disabled people, including dyslexics, as part of the non-traditional 
groups of students which they aim to attract. One possible explanation is because 
of the wider developments, such as the Further and Higher Education Act (1992) 
and the Tomlinson Report (FEFC, 1996) attempting to improve access to further 
education for disabled people. The significance of these developments is that they 
have helped to raise the profile of disabled people and their right to have the same 
educational opportunities as their non-disabled peers which has resulted in further 
educational providers starting to take into consideration the needs of this group. It 
is, therefore, likely that before such developments that the needs of disabled 
people were probably not explicitly taken into consideration by access providers. 
The findings from Benn and Burton (1995) reinforce this view when they show that 
disabled people are now being included within the access environment. However, 
the rate of increase would suggest that disabled people, including dyslexics n-dght 
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still be encountering a degree of marginalisation within the further educational 
environment. 
If a dyslexic student were fortunate enough to select an access programme which 
has taken into consideration the needs of disabled people, the chance is increased 
of the individual student progressing on to higher education to gain a 
qualification. This is because institutions would already have the support in place 
to enable a dyslexic student to achieve academic success, which would help to 
develop a feeling of self-confidence for the individual students. The availability of 
inunediate and comprehensive support is important because the duration of the 
programme, normally a year, means that a dyslexic student has to start receiving 
support immediately if they are to have the optimum opportunity to achieve the 
necessary academic success. 
Alternatively, if a dyslexic student is not fortunate enough to select a dyslexia 
aware college it is likely that they would be placed at a disadvantage until the 
appropriate support is in place. The time taken to arrange help results in the 
individual having to play "catch-up" with their studies, which, when bearing in 
mind the duration of access, could result in their failing to achieve the academic 
success they desire within the required period. The implication of this experience is 
that it results in a dyslexic person not having a positive experience of further 
education, reinforces earlier negative experiences which has a knock-on effect of 
the individual not feeling capable of being able to progress onto higher education 
and gain a qualification. 
The raising of disability awareness through developments such as the Tomlinson 
Report (FEFC, 1996), helps to make access providers take into consideration the 
needs of disabled people, including people with dyslexia, in the design and 
delivery of this educational programme. The current picture is that access is 
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probably taking into consideration the needs of dyslexic students, but it has a long 
way to go until it achieves parity with the other groups it wishes to attract. 
3: 2: 2 Mature student experience of access 
As this study focuses on the student experience, it is necessary to explore the 
literature which has investigated the mature student experience whilst on access. 
Some of the issues covered were: little discussion of disability; money and the 
mature student; mature student perception of further education; and the meaning 
of confidence for access tudents. 
Brock (1990) highlights a notable omission within access literature, which is that 
there is very little discussion of disability. The only other references to disability 
within access literature are Findlay (1992) considering the issues of equal 
opportunities and disability; and Parker and West's (1996) report of a Higher 
Education Funding Council England (HEFCE) initiative to improve transition for 
students with disabilities and dyslexia from further to higher education. 
Brock (1990) considers four possible explanations why disability is not discussed. 
Firstly access policies have not considered disabled people as non-traditional 
students, whereas black students or mature women have been more readily 
located within this category. One reason why disability was not mentioned is 
because of a positive decision not to ghettoise disabled people. 
A further reason why disability was not considered is because the market forces 
generated by employers dominate access debates. It is acknowledged that disabled 
people suffer as much, but different, discrimination as other groups such as black 
people, women and older people within the working world. However, it is 
recognised that access initiatives are more likely to benefit these target groups than 
disabled people. 
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Brock (1990) suggested that the needs of non-traditional groups such as black 
people have don-tinated the access debate because they have been more active in 
promoting their needs than disabled people. This political activity has resulted in 
access initiatives targeting more active groups. Brock (1990) concludes with the 
query about how long it will take access providers to consider the needs of disabled 
people. 
Wallace (1988) highlights finance as an important part of the student experience of 
access. It is suggested that the availability of expert advice on personal finance is 
just as important as educational advice and guidance. The distinction is made 
between the financial position of mature and younger students, where the latter 
are under-funded and the former have: 
the safety net of parental income and parental home. (Wallace, 1988, 
p. 69). 
Neville (1994) further highlights the financial difficulties facing access students in 
his survey of this programme within West Yorkshire. Over half of the survey 
group reported experiencing financial strain or serious financial strain, with men 
being the worse affected. Merrill and Mckie (1998) has also recognised finance as 
playing an important part of the mature student experience. It is recognised that 
mature students face financial difficulties within the educational environment. 
The work of Patziarka (1987) explores the relations between students enrolled on 
access. It is recognised that mature students have shared similar life and 
educational experiences, which results in a feeling of unity and bonding 
developing within this group when they come together on this educational route. 
This supportive experience is characterised through mature students sharing the 
problems they face whilst on access and overcoming them together. Patziarka 
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(1987) suggests that access students, like most adult returners, have a strong 
determination to succeed, which is a result of previous life and educational 
experiences. 
Neville (1994) explored why mature students undertook access, two questions were 
used to help the investigation of this educational route: 
u how did adults hear about access? 
o why did adults decide on access? (p. 27). 
Neville (1994) suggested that the majority of students had heard about access from 
others. This was through individuals who had previously completed access 
courses or who knew a friend who had. Other methods of discovery were 
individuals finding out about access through education or careers advisory 
services. Advertising in the press was also identified as another route of 
discovery. Other authors (Bond et al, 1997; Connelly and Chakrabarti, 1999) 
support this route of discovery through many adult students discovered their 
chosen course through media such as the press, radio, college prospectuses and 
leaflets. 
An attempt to improve career opportunities was mainly cited as the reason for 
undertaking access. Wisker et al (1990) reinforce this view, they found similar 
reasons for starting access. Neville (1994) discovered that forty-four per cent of all 
students suggested that they started access: 
... to help me get a better job In the future, and improve career 
prospects (Neville, 1994, p. 298). 
Access was identified as an opportunity to escape to more professional work. 
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The influence of friends and relatives were also identified as a factor which helped 
the respondents to return to education. Support from friends and farrdly 
throughout the course was mentioned as important. It was noticeable that more 
men than women felt isolated from their families and friends whilst undertaking 
access. Some of the respondents also identified access as not being appropriate for 
them. It was suggested that access was out of synchronisation with the career 
patterns of others of a similar age. Some of the respondents also recalled their 
relatives and friends displaying a negative attitude towards their return to 
education. Despite these negative attitudes the respondents said that they were 
glad they had returned to education. Neville (1994) concludes from this survey that 
access courses in this region are attracting students from a semi- and un-skilled 
background. 
The research of Williams et al (1988) contributed work on the mature student 
experience, revealing that mature students from middle class rather than a 
working class background were identified as the individuals mainly enrolling on 
access. The students enrolling on this programme would have completed full-time 
education at the age of 16 or younger. The reason given for leaving was mainly 
because of experiencing negative encounters whilst in the statutory education 
system. 
A range of reasons where also identified why mature students selected access to 
higher education programmes including a lack of knowledge of direct entry into 
higher education and lack of confidence to do A-Levels. What influenced the 
students to return to education? Some of the reasons cited were a personal 
decision, encouragement by friends and family and unemployment. When 
exploring how mature students discovered access, four ways were highlighted, 
which were word of mouth, advertisements, academic staff and jobcentre & 
Careers Service staff. 
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Another important issue to emerge was mature students being asked whether they 
had to make any sacrifices to allow them to be at College. Just over half the 
respondents said that they had to make financial sacrifices to attend college. The 
next sacrifice was reduced time for family, domestic chores and social life. 
Williams et al (1988) also explored whether the College catered adequately for the 
needs of women and black students. One shortcoming identified by the female 
students was the lack of creche facilities. The lack of co-ordination with school 
hours or terms was identified as a problem. It was concluded that the mature 
students were overall satisfied with their experience of education. 
Karkalas and Mackenzie (1995) noted that access experience had encouraged 
students to undertake further studies through: increased confidence in the ability 
to learn; and the intellectual stimulation of subjects. The wider benefits of access 
emerged as an important part of the student experience. Karkalas and Mackenzie 
(1995) indicated that social factors were also prominent including new friendships; 
an increase in general confidence to deal with daily situations; and a sense of all- 
round growth and development. It was also highlighted that more men than 
women reported greater confidence in their learning ability. 
Perceived personal changes resulting from the access were an important part of the 
student experience. The respondents identified nine areas, which were: 
a tolerating others' views* 
0 being confident in expressing my own views* 
a weighing up evidence* 
0 presenting reasoned arguments in speech and writing* 
0 thinking independently* 
a being analytical* 
0 participating in group discussion* 
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u Exploring new fields of knowledge* 
u Being excited by intellectual enquiry* (Karkalas and Mackenzie, 1995, p-31). 
(greatest increase indicated by*) 
Respondents encountered mixed relations with their partner and family. The male 
and female respondents who were married highlighted strained relations with 
their partners, but the male students recalled not as bad relations as their female 
peers. The younger students also recalled negative relations with their family to 
the extent where they were verbally and physically abused. Webb et al (1994) 
interviewees, recalled their parents not encouraging them to carry on with their 
education. 
Ethnographic research by McFadden (1995) explores why individuals who 
previously had a negative experience of education are returning with the belief 
that this sector can offer another chance to do something with their lives. 
The respondents' experiences of statutory education helped to shape their attitudes 
towards education. At various stages of the school experience the respondents 
recalled negative experiences. Some of the respondents recalled the feeling that at 
junior school they were not going anywhere. The problem with these poor 
experiences of compulsory education is that they will not encourage individuals to 
return to the educational environment because of the concern that similar negative 
encounters will occur again. 
The main reason why the respondents decided to return to education was because 
of the need to improve their lives. Some of the respondents cited their return to 
education was because of "dead-end" jobs and education was a "way out. " It was 
recognised that some of the respondents felt the return to education was an 
opportunity to make up for previous failure. Some of the reasons highlighted were 
the need to make up for the lack of commitment towards their schooling and 
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parents pushing their child into work. Obtaining a qualification was viewed as an 
opportunity to make up for previous failure within their lives. 
Respondents recalled their fears of statutory education. Some of the issues 
highlighted were the fear of being caught between working and middle class 
cultures. Other fears highlighted by the respondents were the concern about 
whether they would meet university standards and the fear of failure when 
progressing into higher education. McFadden (1995) concluded that prior 
educational experience of mature students and their identities as learners were 
normally considered. A greater awareness of previous schooling and its emotional 
consequences may help to increase the chance of adults achieving educational 
success. 
Stephenson and Percy (1989) investigated the mature student experience through 
exploring the meaning of confidence. Four key characteristics emerged from their 
investigation, which were: 
o returning to education to obtain abetter job, therefore obtain future security; 
o current job encouraged them to return to education; 
u return to education because they wanted to contribute to children's education; 
u return to education because of a specific experience. 
Stephenson and Percy (1989) suggested that the respondents display a range of 
states of confidence within their educational experiences. The interviews suggest - 
that self-confidence is necessary for a mature student to optimise educational 
experience. Even if the individual has confidence when entering the educational 
environment, it is necessary for this feeling to be developed further if an adult 
student is to achieve success. Indications of success would be getting good grades, 
passing examinations and speaking in front of others. Stephenson and Percy (1989) 
concluded that adults returning to study perceive themselves as "in a hurry" 
68 
within the educational environment. There is the concern that this group may be 
tempted to rush through the educational system without fully appreciating what it 
can offer. 
Would encounters like these encourage a dyslexic person to progress on to 
university and gain a qualification? It is possible that a dyslexic person may be 
encouraged to progress onto University, but a number of factors need to be in 
place if this move is to be successful. 
The lack of reference to disability within the access movement suggests that 
disabled people such as dyslexic students may encounter difficulties accessing the 
further educational environment. It results in disabled people being marginalised. 
To an extent this marginalisation was tackled through legislation such as the 
Further and Higher Education Act (1992), which aimed to improve access for 
disabled people into further and higher education. The work of Brock (1990) 
highlights that it was only in the 1990s that the educational needs of disabled 
people became an issue and were tackled in any co-ordinated, other manner 
through legislation or FEFC supported investigations into the field of disability 
and further education. Would the recent recognition of the needs of disabled 
people affect dyslexic students progressing into higher education through access 
today? It is possible that dyslexic students may still encounter difficulties through 
access staff failing to recognise their disability and providing inappropriate 
support, or institutions not being prepared to identify or support this group. This 
could be because of limited staff or institutional experience of dyslexic students. 
Alternatively, the access programme itself, through the method of delivery and 
assessment, may be too inflexible to help dyslexic students reach their full 
academic potential. In taking into account the developments to improve access for 
disabled people, the dyslexic student experience will be very much dependent on 
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which Institution they select and how this college has chosen to interpret attempts 
to encourage disabled people to re-enter the educational environment. 
Whilst recognising that the further educational environment is becon-dng more 
accessible, it is important to consider whether there are any other factors in place 
which may influence dyslexic students to progress on to higher education. One 
important issue is finance, which was identified as an important part of the mature 
student experience - whether disabled or not. The question of finance may, 
therefore, help to influence whether or not an individual student will decide to 
return to education and progress on to university. Clearly a lack of finance may 
help to influence if a person will re-enter the further educational environment. A 
dyslexic person may decide not to re-enter the educational environment if they feel 
that they cannot afford it. Therefore the deciding factor may be whether or not a 
student can rely on others, such as partner or parents, to provide financial support 
to help them to survive on access. If a student decides to return to education 
through access and struggles financially, it is possible that they will not want to 
encounter similar experiences if they progress on to university. 
3: 2: 3 Disabled adult experience of education 
The literature concerning a disabled adult's experience of education has focused on 
a range of issues. Existing research has provided an insight into their educational 
experiences whilst at school and college; the experiences of dyslexic and deaf 
adults enrolled on access programmes; and the value of a discrete educational 
provision for disabled adults within continuing education. 
The Literature has mainly focused on the educational experiences of disabled 
adults within further and higher education (Ash et al, 1997; Low, 1996; Poussu- 
Olli, 1999; Borland and James, 1999). 
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Leicester and Lovell (1997) investigates the educational experiences of disabled 
adults as students and as parents of disabled children. 
One important area was the provision of segregated education, which was 
criticised by Leicester and Lovell (1997) because it has separated disabled and non- 
disabled children from each other. The effect of this separation is often disabled 
children having negative experiences of education and when disabled and non- 
disabled people come into contact with each other, the latter group is uncertain 
about how to react, often resulting in disabled people being treated negatively. 
Another important issue to emerge from the school encounter was the experience 
of sta. tementing. This educational provision would involve a disabled child's needs 
being identified, therefore appropriate support such as special teachers and 
teaching provision being made available by the student's school and Local 
Educational Authority. On the whole statementing was viewed in a positive light. 
This was because this procedure identified the child's educational needs and 
helped parents to understand their child's difficulties. However, statementing was 
criticised because schools were not able to meet these educational needs, usually 
because of the lack of resources. 
To tackle the negative attitudes which disabled people face there was an emphasis 
on integrating disabled children into mainstream schools. It was felt that 
integration would open the eyes of non-disabled people and give them a new 
outlook (Leicester and Lovell, 1997), creating a more inclusive society. 
Experiences of post-school education and training, the respondents identified 
negative experiences with a range of health care professionals and other 
professionals such as Career Advisers. Doctors and health workers were criticised 
by the respondents as not being good listeners and not providing full information. 
This point is highlighted through how one of the researchers became aware of her 
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multiple sclerosis (Leicester and Lovell, 1997). It was highlighted that disabled 
people had to perform better than others to overcome the social prejudices of their 
non-disabled peers. In post-school education and training there is a need to offer 
more educational opportunities available to disabled people within mainstream 
education, which will help to create a more inclusive society. 
Leicester (1999) focused on the experiences of disabled students from school 
through to university. Some of the adults interviewed recalled little recognition of 
their adult status, whilst at college, by staff. The lack of recognition of adult status 
suggests that there is little knowledge of this group and the potential they have to 
achieve acaden-dc success. Other disabled students recalled having to work a lot 
harder with their studies to achieve academic success. 
The research of Dale and Green (1998) investigated a disabled adult experience 
through exploring the value of a discrete educational provision for this group. 
Their findings were organised under two main headings: 
a the disadvantages of integrated provision; 
C3 the advantages of discrete provision. 
Among the disadvantages of integrated provision were the lack of tutor experience 
or understanding of the needs of disabled students at school and college. Support 
for this view comes from "Student Voices" (Skill, 1996) where some students felt 
that their presence in class was a problem for some tutors. The problem with a lack 
of knowledge being displayed by teachers is that it has the potential to damage the 
individual's confidence in their own acaden-tic abilities and the belief that disabled 
people would not achieve academic success. Another disadvantage of the 
integrated provision is the feeling of isolation within the mainstream educational 
system, respondents recalled the negative stereotyping they encountered whilst at 
school. 
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Turning to the advantages of a discrete educational provision, one of the main 
advantages was that many disabled students felt there was a shared understanding 
of what it felt like to be disabled. Visually impaired students felt more comfortable 
with other adults with a similar disability (Dale and Green, 1998). The advantage 
of students studying together with similar disabilities is that there is a shared 
understanding of the barriers that this group faces within the educational 
environment. 
Another positive aspect of discrete provision was disabled students feeling more 
confident in tutors, because they had an understanding of students' educational 
needs. It was felt that employing disabled tutors, such as a dyslexic tutor for 
dyslexia courses, was helpful to provide reassurance and helps to remove 
psychological barriers. The value of employing dyslexic tutors is that it shows that 
disabled people such as dyslexics can achieve educational success. It is recognised 
that employing dyslexic tutors may also create a culture of dependency. 
The value of a discrete educational provision is that it is likely to help disabled 
students to get used to studying again. Skill (1996) reinforced this view, where 
disabled students emphasised the importance of a tailor-made learning 
environment. The research by Dale and Green (1998) concluded that targeted access 
to Higher Education programmes for the whole group is much more powerful 
than for an individual. 
Preece (1995) investigated disabled adults' educational experiences through 
exploring the encounters of 44 physically disabled individuals in the North West of 
England. 
Respondents main reason for their return to education was based around a general 
interest and enjoyment of learning. Other reasons given for the return to education 
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were a means of getting out of the house and the opportunity for social integration. 
When exploring the respondent experiences of course attendance and satisfaction 
one of the main issues cited was the effect of illness. It was recognised that illness, 
pain or physical agility may restrict the ability of the individual to achieve the 
same as their non-disabled peers. Not being able to keep pace within set work 
schedules was also identified as important. Physical access issues were also 
identified as an important part of the student experience, including a lack of 
ramps, lack of care support and the unsuitability of evening classes. There was also 
a reference to staff attitudes, which were perceived as negative, mainly focused 
around staff perception of what a disability can mean. 
Four categories of recommendation emerged as an attempt to improve the adult 
education provision. Some of the key recommendations were that physical 
accessibility was a priority, which is understandable because the respondents were 
wheelchair users. Some suggestions made were that wheelchair users should test 
out toilet facilities and classrooms for space. Attitudes were identified as 
important, with the respondents requiring to be treated without condescension. 
Practical and medical needs were also identified as important, ranging from 
reliable transport, relevant and appropriate finance for part-time and full-time 
students, whereas others identified adapted desks, tables and the need for a 
Disabled Students' Adviser. Preece (1995) concluded that one important priority 
was the need for course planning in consultation with disabled people. 
Preece (1996) further investigates' disabled adults' educational experience through 
exploring the encounters of ten individuals with working class connections. The 
impact of institutions such as school and hospitals helped to shape disabled adults' 
experience. It was recognised that the individuals and schools that they came into 
contact with shaped the respondents' behaviour as adults, their awareness of 
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entitlements, knowledge and the curriculum. This point was supported by one of 
the respondents recalling how her doctor told her that she should leave school 
irrespective of her academic potential. The problem here is that the professional 
and medical perceptions of physical disability are taking precedence over 
acaden-dc ability. The respondents also recalled the negative attitude of 
professionals being mirrored by their families, which had the effect of reducing the 
chances of this group achieving academic success. 
The role of disability and the day centre was also explored within the respondents' 
educational experiences. The main experience to emerge was the respondents 
feeling bored within the day centre. Preece (1996) suggests that day centres reflect 
the culture of marginality and segregation which disabled people face within 
society. It was also recognised that the day centre reinforced the dispossessed 
status of disability, an image of low socio-economic status and a culture of 
dependency, with limited self-advocacy or opportunity for autonomy. 
Exploring working class expectations and educational goals the respondents felt 
educational opportunities were external to their lives. This resulted in the 
respondents being dissuaded from continuing with their education, or excluding 
themselves from this opportunity. Other respondents indicated little recognition of 
the value of formal learning and its work-related value. The lack of awareness by 
teachers that disabled people can achieve acaden-dc success influences this group's 
attitudes towards education. Respondents questioned the value of progressing on 
to further and higher education, because it was felt that the respondents' children 
would have similar experiences to their parents' encountered at school. Preece 
(1996) concluded with the hope that this research suggested that educational 
provision could be shaped by listening to potential participants. 
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Taylor (1996) investigated the experiences of deaf adults enrolled on social work 
and youth & community work training programmes. The project involved deaf 
people from the start and sought to obtain views on what they considered to be 
important about their experiences of these programmes. All the respondents 
indicated that they wanted to progress to higher education. The choice of 
institution was dependent on the support provision available. To obtain the 
necessary support the respondents were prepared to move nearer to the 
institution. 
The transition to higher education was identified as a problem area by the 
respondents. Among the issues raised were a lack of awareness displayed by 
colleges about the different methods of communication, and an over-reliance on 
lip-reading as a teaching tool. Another issue to emerge was the lack of awareness 
of deaf culture. Taylor (1996) suggests that these issues result in deaf people 
preferring institutions that have an established record in supporting deaf students. 
There was particular criticism of the lack of facilities to enable the students to 
study. Respondents listed a range of equipment that they thought would be 
appropriate and highlighted other support, such as sign-language interpreters, 
note-takers and teaching support workers. In relation to the direct teaching 
experience three main areas were identified. These were personal tutor support, 
the behaviour of lecturers in the classroom, and the absence and inadequacy of 
teaching material on deafness and disability. The respondents felt there was little 
input on deafness or representations of deaf people in course material. 
The research revealed an additional personal responsibility placed on deaf 
students. It was assumed that they would manage whatever facilities were 
available to assist them with their studies. Furthermore, deaf students accepted the 
responsibility of teaching other students and academics about deafness, rather 
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than the institution acknowledging its responsibility. This resulted in deaf students 
spending more time studying than did hearing students to keep up with their 
work. 
The respondents highlighted problems with the work and study environment. The 
central issues being noise levels too high for deaf students to interact with other 
students, which clearly affects their social and educational experiences; concerns 
over lack of choice; and personal safety while staying in halls of residence. 
Palfreman-Kay (1998) investigated the experiences of disabled adults enrolled on 
access programmes. The research presented findings from the first stage of a study 
which has investigated the experiences of dyslexic and deaf adults enrolled on 
access programmes at colleges of further education which are affiliated to De 
Montfort University. 
Through exploring the respondents' prior educational experiences before access, it 
was apparent there was little recognition of deafness and dyslexia. Palfreman-Kay 
(1998) highlighted that the lack of awareness resulted in the respondents 
developing a range of coping strategies to survive compulsory education. He goes 
on to suggest that prior educational experiences may act as a barrier throughout 
the educational experience. 
Reasons for undertaking access were also identified as a part of a disabled adult 
experience. Palfreman-Kay (1998) discovered that the majority of the respondents 
selected access because it was viewed as an entry route into higher education. It is 
important to note that none of the students identified their disability as a reason 
for undertaking access. 
The discovery of dyslexia emerged as another important part of a disabled 
student's experience. This stage of research observed that dyslexia was discovered 
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through either college screening or marking procedures for written work. When 
the respondents discovered their dyslexia they displayed feelings of anger and 
relief. 
Student relationships were another important part of a disabled adult experience 
of access. Respondents recalled positive awareness being displayed by their peers. 
Palfreman-Kay and Taylor (2000) explore the issues concerned with the nature of 
relationships between disabled students and their non-disabled peers in further 
education. One dyslexic respondent viewed their disability as an opportunity to 
form good relations with fellow students through the support that they could 
provide to each other. Other students noticed that once their dyslexia was 
discovered, fellow students displayed a supportive attitude. The positive response 
to the dyslexic respondents was possibly because fellow students are able to 
identify with these individuals because they had similar poor experiences of 
compulsory education. 
The experiences of the deaf respondents showed they displayed difficulties in 
forming good relations with fellow access students. Palfreman-Kay (1998) 
suggested that the difficulty in forming relations with hearing students may be 
because of bad experiences that deaf students do not wish to repeat. Lack of 
awareness of deaf issues produces a further obstacle between deaf and hearing 
students. This lack of awareness is because hearing people assume that everyone is 
able to speak and hear. 
Educational support was identified as an important part of the student experience. 
Some of the dyslexic respondents recalled fellow students providing educational 
support, which helps to create a feeling of greater inclusion, helps to raise 
awareness within and outside the educational environment. 
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Negative awareness was another part of the student experience: one respondent 
felt that they were being treated as an object of humour. Palfreman-Kay (1998) 
suggests that these responses can act as an obstacle to forming good relations 
between students. The wrong type of awareness can possibly be attributed to this 
being the first time the other students had come into contact with a disabled 
person. It was also suggested that the negative portrayal of disability in the media 
may further contribute to this lack of awareness. 
Relationships between fellow disabled students were a further part of the student 
experience. One dyslexic respondent talked about her friendship with another 
dyslexic access student. Deaf respondents also recalled similar positive experiences 
with fellow deaf students. Palfreman-Kay (1998) suggests that disability is acting 
as a device to create another community within the student body. It is helping to 
create a sub-cultural identity for respondents. When disabled students meet, 
whatever their disability, they will experience more positive relations with fellow 
disabled students because their disability is acting as a form of cultural identity. 
Palfreman-Kay (1998) concluded that the first stage of his research had shown that 
access was attracting disabled students back into education. It was concluded that 
raising and promoting disability awareness should help to promote the idea of 
inclusion and unity within the student body. 
When exploring a disabled adult's educational experience, it is necessary to 
consider whether these encounters will really encourage dyslexic people to enter 
higher education and gain a qualification. A dyslexic person may be encouraged to 
return to the educational environment through access, but there are numerous 
barriers which they would have to overcome if they are to achieve success. The 
main problem area would be the individual student overcoming their prior 
negative experience of education, therefore, believing that teachers and their peers 
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would not ridicule them. The individual student has to believe that their return to 
education is a second chance to achieve acaden-dc success, and therefore, to 
improve their life opportunities. 
The opportunity to study with students from similar backgrounds may encourage 
a dyslexic person to return to education. Identification occurs between fellow 
students who previously experienced failure within the educational system. 
Coming together within this context dyslexic students may come into contact with 
fellow disabled students which might develop the feeling of self-belief that they 
can achieve acaden-dc success. Whether or not a dyslexic student comes into 
contact with disabled peers, it is likely that these individuals would develop the 
confidence that they can achieve academic success. 
It is possible that if a dyslexic student has a positive access experience it is likely 
that they will share these encounters with individuals outside the educational 
environment. This may encourage other dyslexics or other individuals who 
previously encountered a poor educational experience to re-enter the educational 
environment through access. 
However, the lack of student and staff knowledge about dyslexia on access 
programmes, as revealed by Palfreman-Kay (1998), suggests that it is not 
guaranteed that a dyslexic student will have a positive experience of this 
educational route. Again the lack of experience displayed by college staff and 
students was probably more a result of prior limited contact with dyslexic people. 
Alternatively, the failure of institutions to raise disability awareness through staff 
development programmes could explain the limited knowledge and 
understanding of the needs of disabled people. 
When taking into consideration the wider developments within further education 
to encourage disabled people to continue or return to education, it seems two 
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different pictures of this particular sector are being offered. The wider picture 
intends to suggest that further education is becoming more accessible to dyslexic 
people. However, the grass roots picture suggests that there is a variation in 
knowledge of disability which results in a positive experience being more 
dependent on chance. It is through prior experience that institutions have had the 
opportunity to develop appropriate policies and support to help this group. The 
micro-picture suggests that the developments to improve accessibility to further 
education for dyslexic people are still filtering throughout this particular 
educational environment. The problem with this bottom-up approach is that a 
dyslexic person may be encouraged to return to education through access because 
of the wider developments within further education but again encounters failure. 
This is because of the lack of knowledge about dyslexia and the necessary support 
displayed at their selected college by staff and students. The system is not offering 
the same educational opportunities to all dyslexic students. 
3: 3 Higher Education and disability 
Having described the attempts to make further education more accessible for 
disabled students, it is now necessary to establish what moves there have been in 
higher education. One of the initial developments occurred in 1990, through the 
government introducing modifications to the Disabled Students Allowance (DSA). 
Hurst (1998) details what this student group could apply for after these changes: 
... (a) an additional general allowance to cover costs incurred directly 
as a result of participating in higher education and having a 
disability - for example more frequent use of telephones, 
photocopiers. 
[In 2000-2001 the maximum available was Z1,3851; 
(b) an allowance for the purchase of special equipment - for example 
a cassette recorder, a lap-top computer, the assumption being that 
the equipment will be useful throughout the course, although it is 
sometimes possible to seek additional money to upgrade equipment. 
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[In 2000-2001 the maximum available was; 94,1551; 
(c) an allowance to cover the costs of non-medical personal 
assistance - for example to buy the services of signers, notetakers 
etc. 
[In 2000-2001 the maximum available was E10,5051. 
(p. 153). 
The value of this funding is that it helps disabled students to operate on an equal 
academic footing to their non-disabled peers, therefore increasing the chance of 
achieving academic success. Further developments within the field have occurred 
through the Funding Council considering whether or not disabled students win 
attract a premium rating to the institution. This approach from 1999-2000 would 
result in funds being allocated directly to the University to help it meet the costs of 
supporting the needs of individual disabled students. The funding premium for 
this group is calculated on the number of undergraduates who receive a DSA. The 
Funding Council plans to introduce this premium for the 2000-01 academic year 
when definitive data on DSAs will be available. The response to Funding Council 
consultation (HEFCE, 98/39) on this topic suggests that there is widespread 
support for this new approach to meeting the support needs of this group. 
As with Further Education, moves toward making this sector more accessible to 
disabled students started with the Further and Higher Education Act (1992). 
Through the Funding Council being required to have regard for the needs of 
disabled students, the English Funding Council established an Advisory Group on 
Widening Participation. It established the need to support developments for 
disabled students within higher education. The way in which the Funding Council 
has tackled this requirement has been through its Special Initiative Programme. 
Through this scheme institutions were invited to bid for funds to support their 
own projects. The Special Initiative programme started in 19934, whenO million 
was set aside, and has carried on at various stages throughout the 1990s. The 
projects supported by the Funding Council covered areas ranging between 
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dyslexia, capital development projects, developing information technology 
applications and learning support. It was during the Special Initiative Programme 
1994-95 that the Council commissioned the National Bureau for Students with 
Disabilities (Skill) to evaluate the impact and achievements of the initiatives. 
The next development within higher education to influence the position of 
disabled students was through the National Committee of Inquiry (Dearing 
Report). It was required to consider: 
... the definition and purpose of Higher Education, teaching and 
research, the shape, size, and structure of the system, the wider 
contribution of Higher Education to national life, and funding 
issues. (Hurst, 1998, p. 163). 
Whatever the outcomes of this inquiry, it was clear it would influence the position 
of disabled students for some considerable time. The opportunity to highlight the 
needs of disabled students came when Skill was invited to submit written evidence 
to the Committee. After submitting this written evidence in February 1997, Skill 
was invited to send a small delegation to give oral evidence to the Committee. 
Hurst (1999) highlighted the value of these developments. 
... the attention of the committee was 
drawn to the distinction 
between those factors for which the sector itself could be held 
responsible (for example, the allocation of finances between and 
within institutions, physical access to buildings, staff attitudes and 
prejudices, and lack of appropriate support systems) and those 
outside its control (for example, the limited availability of practical 
support, such as sign language interpreters, the poor education 
provided in some special schools/Colleges and its impact on 
qualifications prior to entry, and the low expectations of some 
teachers, parents and students themselves). (Hurst, 1999, p. 68). 
The significance of this approach is that it identified the barriers, which will help to 
build on the developments already in place, therefore, helping to make this sector 
more accessible to disabled students. 
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There were references to disability throughout the report. Chapter One 
acknowledged that disabled people are under-represented in Higher Education. 
Apart from the economic imperative, there are other influences 
pointing to resumed growth. Unless we address the under- 
representation of those from lower socio-economic groups we may 
face Increasingly socially divisive consequences. As a matter of 
equity, we need to reduce the under- representation of certain ethnic 
groups, and those with disabilities. (NCIHE, 1997a: Paragraph 1.17). 
Whilst acknowledging that disabled students were under-represented in higher 
education, there is no discussion on widening participation until chapter 7. 
One issue to affect disabled students was finance, which was tackled in Chapter 17. 
The important recommendation here was that the DSA should be extended to part- 
time and postgraduate students. 
(We recommend) to the government that it extends the scope of the 
Disabled Students Allowance so that it is available without a 
parental means test and to part-time students, postgraduate 
students, and those who have become disabled who wish to obtain a 
second Higher Education qualification. (NCIHE, 1997a: 
Recommendation 6). 
This recommendation is a move in the right direction, because it helps to make this 
sector more accessible by recognising the additional costs of studying and that a 
disabled person may wish to enter the higher educational sector at various stages 
of their life. It is important to note that the DSA will be extended to part-time 
students from the academic year 2000-2001. Disabled students who are enrolling 
on programmes of study which are equivalent to fifty per cent or more of a full 
time course will be entitled to claim this grant. It is unfortunate that the DSA will 
not be available to those who are undertaking less than fifty per cent of a full time 
course, as this group could provide an incentive for those students to increase 
their involvement in Higher Education. 
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Report Six referred to disability and covered Widening Participation in Higher 
Education by students from lower socio-economic groups and students with 
disabilities. Section Four of this report highlighted the fact that there is a lack of 
detailed and accurate information about the number of disabled students within 
Higher Education. There is also a reference to other developments within the field 
of education such as the role of Skill (Paragraph 4.7); and some of the additional 
costs incurred and issues around the DSA (Paragraph 4.13-4.16). Section Five 
makes a number of recommendations such as the normalisation of disability, 
disability awareness and disability sensitivity (Paragraph 5.1). Hurst (1999) 
suggests these recommendations show application of the Social Model of 
Disability. A further important part of Report 6 is its proposal for a comprehensive 
approach to disability within a strategic framework. It is acknowledged that there 
are scarce resources and disability issues are often placed at a low priority. One 
cost-effective approach is specialisation, with institutions being recognised as 
centres of excellence. Whilst considering this option: 
... report six notes 
that this approach is unacceptable since it would 
limit choice for students and could also lead to limitations on the 
part of those with a reputation for the quality of their provision. 
(Hurst, 1999, p. 78). 
The significance of recognising the difficulties associated with centres of excellence 
shows the need to provide disabled students with the same range of choices and 
opportunities as their non-disabled peers, which helps to create a more inclusive 
approach to education. 
Another proposal within the report suggests a move towards looking at the 
position of disabled students within a negative context. This occurs when 
considering the disparities between full and part-time students and the difficulties 
associated with the DSA. 
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Since the DSA is the principal means by which students with 
disabilities gain any financial support in recognition of their 
additional costs, it would be altogether fairer if the allowance were a 
fixed rate to the students by disability, reasonably reflecting the 
costs typically incurred by those with different disabilities. It should 
be a grant to a fixed maximum with a loan option to a maximum 
available thereafter. (NCIHE, 1997b: Paragraph 5.12). 
The problem with this recommendation is that it ignores far too many factors such 
as the nature and location of the course. Hurst (1999) suggests this approach 
reverts back to a Medical Model of Disability and suggests no serious belief in the 
Social Model of Disability. 
So the question needs to be asked what this report means for disabled students 
within higher education? When the Dearing report is placed in context with 
previous and recent developments such as the establishment of the National 
Disability Co-ordination and Development Team (NDT) and the Quality 
Assurance Agency (QAA) having developed a code of practice for disabled 
students, one might suggest that this sector is progressively becoming more 
accessible to disabled students. 
The next attempt by the English Funding Council to improve access for disabled 
students is shown through its report on "Disability Statements: A Guide for Good 
Practice" (HEFCE, 98/66). This report emerged because of the Disability 
Discrimination Act (1995) requiring the Funding Council to require higher 
educational institutions to produce disability statements. As with further 
education, the statements require institutions to detail the facilities they have in 
place for this group. This report made twenty-two recommendations, which 
covered topics such as format and presentation. One of its key recommendations 
was that: 
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... the statement should 
be the main information document for 
potential students with disabilities. The exact format and nature of 
the 'statement' should be down to the individual institution's choice 
- HEFCE guidelines should not be restrictive but they should 
encourage good practice in terms of coverage, language and 
presentation. (HEFCE, 98/66, p. 1). 
The value of the Statement is that it helps to inform disabled students of the range 
of facilities that are in place for them. The significance of this approach is that it 
helps disabled students to determine which institutions are more likely to suit their 
needs. 
Another attempt to improve access to higher education was through the Funding 
Councils for England and Wales' report "Guidance on base-line provision for 
disabled students in higher education institutions" (HEFCE, 99/04). This report 
aimed to detail the minimum level of support that each institution should provide 
for disabled students. It states base line provision should include the following: 
... a. Disability 
Statement setting out the institution's policies, 
support services and implementation strategy for students with 
disabilities. 
b. An admissions policy and procedures that specifically address the 
needs of disabled students. [All HEls should maintain and monitor 
statistics about applications and enrolment rates for disabled 
students. ] 
c. A code of practice governing the circulation of personal 
information, to preserve appropriate levels of confidentiality. 
d. The provision of services to meet assessed needs. 
e. Clear internal communication and referral policies. 
f. Arrangements to monitor the provision of support services. 
g. Access to networks of suitably trained support workers. 
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h. An Institution-wide policy and procedure to cover examinations 
and assessments. 
I. Staff development programme to cover information about students 
with disabilities and support available. 
J. Dedicated staff including a permanently employed disability co- 
ordinator, plus adequate administrative staff to support the co- 
ordinator. A member of the senior management team should be 
made responsible for disability Issues. 
k. An estates strategy to cover physical access issues and to ensure 
the needs of all disabled groups are considered In the design or 
refurbishment of buildings. 
1. Procedures to ensure that policies, programmes and their impact 
and effectiveness are subject to regular monitoring and evaluation. 
(HEFCE, 99/04, p. 1-2). 
The significance of defining what would constitute as a base-line provision is that 
it is an attempt by the Funding Council to provide guidance on how to develop an 
inclusive provision for disabled students. It also shows recognition that if 
opportunities are to be improved for disabled student's an institution - wide 
approach is required. 
The potential for some dyslexic students more than others to benefit from their 
experience of higher education is further shown through Institutions which have 
bid for, and successfully obtained, funds under the Special Initiative Programme 
for disabled students. The value of this Funding Council programme is that it has 
helped to raise and promote the needs of disabled students within the higher 
educational environment by providing institutions with the funds to develop a 
support provision to meet the needs of disabled students. The problem with this 
approach for dyslexic students is that it has the potential to restrict student choice 
because not all institutions offer a dyslexic provision. The implication of this varied 
support provision is that a dyslexic student is not able to progress onto the 
University of their choice or has to settle for their second choice. 
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Attempts to build on the Special Initiative Programme and enhance the position 
for disabled students are reflected through the Funding Council's defining what is 
expected as a basic provision for this group. The value of stating what is a basic 
provision for disabled students recognises that their inclusion in the higher 
educational environment, which helps to create a more inclusive educational 
sector. The significance of established support is that it shows to prospective 
dyslexic students that their needs are recognised, which could act as an influencing 
factor over whether they decide to progress on to University. Whilst defining a 
basic provision for disabled students is a step in the right direction, the problem 
with this approach is that it is only providing guidance to institutions on how to 
support this group. There is a requirement for institutions to put any support in 
place for disabled students, which results in choice again being restricted for this 
group. 
A range of factors, such as knowledge of access to the DSA, and being able to select 
an institution which is committed to improving access for non-traditional groups, 
have to be in place if they are going to gain the most from this particular 
educational experience. 
In charting the developments for disabled students within the educational 
environment there seem to have been progressive attempts to open up secondary, 
further and the higher educational sector for this group. These increase the chances 
of disabled people obtaining academic qualifications within any of these 
educational sectors. The significance of these developments is that through 
bringing disabled and non-disabled people together, this helps to challenge 
negative attitudes which disabled people face, and helps to create a more inclusive 
and diverse society. 
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In establishing that access has the potential to offer dyslexic people the opportunity 
to gain a qualification, it is necessary to consider whether this group would be 
encouraged to make the move on to University. At face value the wider 
developments within higher education to improve access for disabled people have 
the potential to attract dyslexic students into higher education. This positive 
picture is reflected through dyslexic students being entitled to additional grants, 
such as the DSA, to help them with their studies. To claim this form of financial 
help disabled students such as dyslexics need to provide evidence of their 
disability, for example an Educational Psychologist's report. After providing this 
information disabled students are required to have an assessment of their learning 
needs for the selected programme of study. The recommendations from the 
assessment of need report are used to put help in place for the individual student, 
whether it is technical or personal support. However, with the DSA being only 
available to certain students who receive grants, it is excluding dyslexic students 
who do not meet the necessary criteria. However, the recommendation of the 
Dearing Report that the DSAs should be extended to part-time and postgraduate 
disabled students, attempts to tackle the problem that some disabled students face 
in obtaining this particular grant. The picture that emerges is that some dyslexic 
students are more likely to benefit from their experience of higher education than 
their peers because of their entitlement to the DSA. 
3: 4 Discussion 
The literature suggests that access has the potential to offer dyslexic people the 
opportunity to enter higher education and gain a qualification. However, it is the 
experience of the compulsory and further educational sector, which has the 
potential to influence whether or not a dyslexic person will progress on to 
university. 
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When exploring compulsory education it has the potential to shape the educational 
and life opportunities available to dyslexic people. The various moves towards 
inclusion., such as statementing, through the 1981 Education Act, suggest that this 
sector has the potential to help dyslexic students achieve academic success. 
However, as the literature has shown these developments towards inclusion still 
have not provided dyslexic students with equivalent educational experience to 
their non-dyslexic peers. In fact the problems within this sector have probably 
resulted in dyslexic children still feeling excluded, therefore, unable to achieve the 
acaden-dc success of which they are capable. It seems that dyslexic students will 
more than likely experience a positive encounter of this sector if they are fortunate 
enough to select a school, teachers and LEA who have knowledge of dyslexia and 
are, therefore, able to provide appropriate support. 
Taking into consideration the position of dyslexic students, raises the question 
about what happens to the dyslexics who were not fortunate enough to receive the 
support to which they were entitled? It is likely that these individuals would 
experience relative failure and would wish to leave the sector because of their 
determination not to encounter such negative experience again (Riddick et al, 
1997). 
Turning to further education there seems to be a greater chance of dyslexic 
students receiving support. This is reflected through the FEFC attempting to 
improve access for disabled through mainstream additional funding to support 
this group. Instead of having an individual approach, through policies such as 
statementing process the Funding Council has tried to adopt a more institutional 
policy by allowing colleges to build in the financial cost of providing a disability 
provision within College budgets. The value of this approach is that it helps to 
create a more enabling educational environment. 
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Whilst acknowledging the positive effect of the wider developments to improve 
access, it remains more likely that a dyslexic student who is already aware of their 
disability, is in a better position to receive help. Their prior educational experiences 
make these individuals more aware of their needs. This is in contrast to a dyslexic 
person who perhaps discovers their disability through their return to education to 
improve their life opportunities. The problem with late discovery occurred at two 
levels. Firstly, the individual student has to get used to adjusting to their new 
diagnosis of dyslexia. Secondly, if the college which the student attends does not 
have the support or experience to assist this group, it is likely that they will 
experience failure, as reflected through the respondents' experiences of college 
before access. However, if a dyslexic student is able to select an institution which 
has experience of supporting dyslexic students at an institutional and programme 
level it will increase the chances of the individual achieving acaden-dc success and 
progressing onto university. 
If a dyslexic student is able to progress through the compulsory and further 
educational sectors it is possible that they will achieve success, such as acquiring 
qualifications which encourages these individuals to progress on to university, 
because they have the coping strategies which they would have developed from 
their previous educational experiences and the detern-dnation to achieve academic 
success. 
When a dyslexic student enters the higher educational environment they will 
discover a support provision available to them, through grants and institutional 
support, to assist them with their studies, with the aim of trying to provide the 
same opportunities available to their non-disabled peers. One major difference 
between higher, compulsory and further education is the availability of the 
Disabled Students Allowance (DSA) as an additional grant direct to individuals. 
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The significance of this grant for dyslexic students is that it provides them with a 
support package that ain-ts to meet their individual needs, therefore allowing this 
group to access higher education. Other developments within higher education, 
such as offering additional institutional funds to establish a disability provision, 
helps to create a more inclusive educational environment. The significance of this 
approach is that it has the potential to encourage universities to develop a 
provision for dyslexic students, which will have the effect of increasing student 
choice. 
In comparing the three sectors, it is evident that there is different support in place 
at various levels of each educational sector to help dyslexic students. However, the 
picture that emerges is that there is a back-to-front approach towards supporting 
disabled students as a whole within the educational environment. Compulsory 
education appears not be prepared as further and higher education to support the 
needs of disabled students. In one respect this seems to be a bizarre situation 
because one would expect appropriate support to be provided during compulsory 
education, as this would allow individual students to develop the necessary 
academic skills that they require to help them progress through the various 
educational sectors. One potential value of a supportive approach at the 
compulsory stage of the educational experience is that it may help to challenge and 
overcome the negative barriers faced by disabled people through themselves and 
their non-disabled peers interacting academically and socially. 
An explanation for this "back-to-front" approach is probably based on cost, as it is 
probably less costly to provide appropriate support at the later stages of the 
educational experiences such as college and university because of the much 
smaller number of claims. The variation in provision can, therefore, act as a tool to 
reduce the number of disabled students progressing through the educational 
system. Therefore, the funding acts as a control on the demand that disabled 
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students will place on the educational environment and the resources available to 
support this group. The variation in support is therefore a deliberate attempt to 
encourage disabled students to drop out at of the educational environment, 
whether it is at a compulsory or further educa bon level. 
To overcome this barrier there is a need to provide joined up support for disabled 
students throughout the educational system. This could involve a redistribution of 
resources to focus on compulsory education which could help to create an 
inclusive educational environment. This could help to provide the same academic 
opportunities available to disabled students and their non-disabled peers. When 
progressing on to further and higher education the focus on inclusion during 
compulsory education should help to increase knowledge of the needs of disabled 
students. However, to embed the inclusive environment there is a need to provide 
a similar support provision, whether this is one-to-one support, or access to 
information technology which would help to remove the variation between 
sectors. The recent recommendations of the report from the Disability Rights Task 
Force (DRTF) (1999) and consultation by the British (Labour) government on 
education are possibly an opportunity to move towards creating a more inclusive 
educational environment and therefore a more inclusive wider society. 
Overall, access programmes has the potential to encourage dyslexic students to 
progress on to higher education and gain a qualification. However, the degree of 
success that a dyslexic student can achieve is very much dependent on whether the 
school, college and university they attend have an established provision towards 
supporting dyslexic students. 
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Chapter 4 
Methodology and Research tools 
The aim of this chapter is to show how Grounded Theory and the research tools 
were used to analyse and collect the data generated from the student and staff 
interviews. 
4: 1 The role of theory 
For this research the principles of Grounded Theory analysis were used to assist 
with data analysis. Grounded Theory aims to generate a theory, based on empirical 
research, and it is necessary to establish what type of theories will be generated. 
The theories that are produced through Grounded Theory analysis are Substantive, 
Formal and Cumulative Theories. 
So the theories developed from this study aim to provide an interpretation of the 
student experience. When providing any interpretation it is important to answer 
the questions over whether or not the explanations that are being proposed display 
an accurate picture of the social site. Strauss and Corbin (1994) suggest that, 
whatever theory or theories are proposed, they are provisional, because everyone 
has different interpretations of the data. They go on to say that: 
... many other kinds of knowledge theories are limited In time: Researchers and theorists are not gods, but men and when living in 
certain eras, Immersed in certain societies, subject to current ideas 
and ideologies, and so forth. (Strauss and Corbin, 1994, p. 279). 
Cultural bias is likely in whatever theory or theories are used to explain the social 
site under investigation because these are based on one particular interpretation, 
such as that of the researcher. It is, therefore, important to acknowledge that any 
explanation is provisional, because someone else may have a different 
interpretation or wish to elaborate on the proposed theory or theories. 
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The reason for exploring the theories to emerge from this study is to establish what 
they are telling us about the student experience. Through this process the 
researcher is able to show to wider audiences the barriers dyslexics encounter 
within the educational environment. The significance of this approach is that any 
researcher is, therefore, potentially able to develop recommendations that will help 
to improve the position of disabled people. 
4: 1: 1 Grounded Theory and Substantive Theory 
When generating an explanation for particular events or occurrences through 
Grounded Theory analysis, the researcher firstly needs to generate a Substantive 
Theory. This is achieved through the comparative method (Layder, 1993). 
This method requires the researcher to look for similarities and differences 
between the data to help in the development of Substantive, then Formal Theory, 
to explain the position of the social group under investigation. 
Substantive Theory aims to explain specific areas that the group under 
investigation identifies as important within their social environment. For the 
purpose of this study, Substantive Theory can provide the reader with an 
explanation of substantive areas, such as the respondents' experiences of education 
before access. Substantive Theory aims to maintain its close links with the empirical 
data. An example of Substantive Theory is that the respondents experienced poor 
relations with fellow students whilst at school because their peers had no 
understanding of dyslexia and its implications within the educational 
environment. 
4: 1: 2 Grounded Theory and Formal Theory 
The next stage in Grounded Theory analysis is to generate a Formal Theory using 
the comparative method. 
96 
The aim of Formal Theory is to provide a more general conceptual interpretation of 
the data, based on earlier substantive interpretations. An example of Formal 
Theory would be the ideas about power of the educational system to shape the 
opportunities available to dyslexics. 
The reason why it is important to use Substantive and Formal Theory together is 
because both theories take into account the micro and macro picture of the social 
site under investigation. 
It is necessary to explore the wider implications of research because it may further 
explain why the group experienced particular encounters. For example, the 
respondents' poor experiences at school and College, before they started access, 
could be attributed to a lack of disability awareness within society, which 
obviously influences the educational environment. The value of Formal Theory is 
that it therefore locates the work within the structures that exist in society. It is: 
... Important to be able to go 
beyond the local setting of the research 
and to engage with formal ideas at a more general level. (Coffey and 
Atkinson, 1996, p. 14 1). 
Formal Theory provides the context in which to locate the respondents' 
experiences within and outside the educational environment. Figure 4: 1 provides a 
tool that enabled the researcher to place the respondent experiences in context at a 
specific and general level. By locating and explaining the respondents' experiences 
through this particular model, the explanation developed is grounded in the 
empirica Ida ta. 
As Formal Theory focuses on the macro issues to emerge from this study it can 
contribute towards providing a General Theory that will help to explain the 
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position of disabled people within structures, such as the educational environment, 
and therefore, within society as a whole. 
4: 1: 3 Grounded Theory and Cumulative Theory 
The next stage in Grounded Theory analysis is to link the various Substantive and 
Formal Theories into what Layder (1982 and 1993) characterises cumulative body 
of theory. This involved pooling the data which emerged, explaining the 
respondent experiences of each category with general ideas. The value of linking 
various theories together is that any overarching theory that emerges has been 
developed through rigorous analysis. 
It is necessary to link the various substantive and formal explanations together, 
otherwise any recommendations would be limited specifically to the social site of 
investigation. Therefore, the significance of using Substantive and Formal Theory 
is that when combined they can highlight specific barriers dyslexic students face 
within the access environment and also locate them within wider society to further 
our understanding of the position of dyslexics. The Cumulative Theory developed 
from the respondent experiences of education before access category was that there 
is limited knowledge of dyslexia within society. Cumulative theory is, therefore, a 
useful tool to identify areas for change within society. 
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4: 1: 4 Grounded Theory and the Wider Social World 
After developing Cumulative Theory from the various Substantive and Formal 
Theories to explain the dyslexic student experience, it is necessary to link these 
particular explanations with existing social theories (Layder, 1993) about society. 
The importance of linking this study within the wider social world is that it is 
helping to place this investigation of the access environment in context within the 
wider social world. 
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It is the purpose of this study to place the dyslexic student experience in context 
within wider society. This involved comparing the dyslexic student's experience 
with existing literature on the disabled student experience and access programme. 
The intention of this comparison was to establish whether or not the dyslexic 
student experience was in common with or different to that of other individuals 
enrolled on access. 
By placing the respondents' experience within the context of the developments 
within the educational sector, such as the Tomlinson Report (FEFC, 1996) and the 
Disability Discrimination Act (1995), it would help to establish whether or not such 
developments are actually helping disabled students. 
By locating the dyslexic student experience within the existing broad educational 
framework it will allow the researcher to explain the position of this group. This is 
achieved by digging beneath the reality of the educational environment through 
exploring the respondents' experiences and matching them with developments to 
promote access to education. Through these actions the researcher is able to reveal 
the oppressive barriers dyslexic people face and to provide explanations why this 
group encounters such oppression. 
4: 2 Coding of Data 
Figure 4: 2 shows the various steps of how the data was coded for this study. When 
coding the data for this study, the researcher drew on the principles of Grounded 
Theory analysis. Strauss and Corbin (1990) envisage coding as breaking down 
conceptualising the data and putting it back together in new ways. 
It is part of the process that tries to provide an explanation for the data. For 
example the coding process can explain why some respondents did not discover 
their dyslexia whilst at school. 
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Before carrying out the process of coding it is necessary to decide on how the 
conceptualised data will be labelled, by becoming immersed in the data. The 
researcher considers how to label the data with category names. There are possibly 
three options available to the researcher when deciding on category names. 
Firstly, use a name that you have already given to the data at the conceptualisation 
stage. Secondly, take names from the technical literature on the area of study. For 
example taking a term from the literature on the prior educational experience of 
dyslexic adults. Thirdly, develop category names from the words and phrases used 
by the participants themselves "in vivo codes" (Glaser, 1978; Strauss, 1987; Coffey 
and Atkinson, 1996). 
For this study, the researcher developed "in vivo codes" from the data as the 
category names for the analysis. The value of using this method to develop 
category names is that theory can be developed from the substantive area, through 
a bottom up detailed approach. For example the code "proinised support when he 
went to college" is one of the in vivo codes which was developed from Norman's 
experience of support at one college of further education before he enrolled on 
access at another college. 
The advantage of developing category names through this process is that the 
researcher can move towards developing higher-level codes. An example of a 
higher-level code would be "teachers providing support at school. " which is part of 
the "experiences of support whilst at school and college sub-category. " Ultimately, in 
vivo codes were used because any theories that are developed are thus grounded 
in the empirical reality of the respondents' experience of education. 
The next stage of Grounded Theory analysis is to search for themes and 
relationships between the data. This involves identifying: 
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... patterns and processes, commonalties and differences, (Miles and Huberman, 1994, p. 9) 
throughout the data. For this research it involved looking for themes or 
interconnections that recur between the units and categories emerging from the 
data (Denscombe, 1998) by the constant comparative method. 
After making these comparisons it is important to ask the question, what is this 
data telling us about the respondent experiences of school and college? 
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Figure 4: 2: Displaying the various steps of how the data was categorised along the 
principles of Grounded Theory 
Stage 1: Becoming 
familiar with the 
data 
Stage 2: Breaking down 
and labelling the data 
C) Highlight the key parts 
of the text which are 
relevant to the category 
you are investigating 
Step 3 
o Look for any commonality 
between the data 
Step 4 
o Organise the data into sub-categories 
c3 Provide each category with a conceptual label 
Step 5 




o Look for relationships between the sub-categories between 
a Look for relationships between the sub-categories the data 
and categories 
C3 Look for relationships between the categories 
Step 6 
(3 Write up analysis of findings 
Step 7 
u Read the interview transcripts 
u Listen to the taped interviews 
Step I 




4: 3 Computer Assisted Analysis of the Data 
Qualitative researchers have turned to information technology because it can assist 
them in the research process. It provides them with the opportunity to focus on 
data analysis and to discover theory creatively (Morison and Moir, 1998). 
However, there are criticisms of using information technology to assist with the 
analysis of qualitative data. Becker (1993) suggests that computer-aided analysis 
results in simplified and descriptive results. Another criticism is that it has the 
potential to alienate the researcher from their data and enforce analytic strategies 
that are contrary to the methodological and theoretical orientations of qualitative 
research (Seidel and Kelle, 1995). 
A review of this field suggests that there are dedicated software packages such as 
Nuddst and Atlas/ti designed to assist with Grounded Theory analysis. Morison 
and Moir's (1998) use of Nud-ist within their research suggests there are 
advantages and disadvantages of using the dedicated Grounded Theory packages. 
The advantage was in: 
... data storage, searching and retrieval and certain aspects of 
concept organisation. (Morison and Moir, 1998, p. 115). 
However, they felt that Nud. ist could not: 
... replace those moments of intuition when 
the relationships between 
concepts crystallise in the researcher's imagination. (Morison and 
Moir, 1998, p. 115). 
Figure 4: 3 shows how information technology packages were used to help the 
researcher with the analysis. Stage one firstly involved organising the data into a 
more manageable format, such as saving each interview in a text file. Secondly 
relevant parts of the text in the category under investigation were pulled out and 
provided with a category label. 
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Figure 4: 3: How information technology was used to assist Grounded Theory 
analysis 
Stage 1a Save each interview as a 
separate document in a text Me. 
STEP I 
a Open one interview at a time c3 Provide a category label for the 
and whilst reading each marked parts of the text. STEP 3
interview highlight key parts of 
the text. STEP 2 
IYansfer the selected text for each interview with category 
label to Word Pad through using the cut and paste 
option. Save the document. STEP 41 
o Look for any similar sub-category 
labels between all the interviews 
under each category. STEP 5 
Stage 2 
c3 Place together all similar sub-category data. Use the cut and paste 
option to move the data back into a new Word document. Save the 
document. STEP 6 
u Place the sub-categories into different files. Save each file. 
STEP 71 
Stage 30 
Examine each sub-category and category to 
establish whether or not there are any 
common themes. STEP 8 
o Write up the analysis of the data using a word I 
processor. STEP 91 
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4: 4 Design of Research 
The investigation of the student experience of access was based on the principles of 
Critical Social Research. The two stages of the research are represented in Figure 
4: 4. The way in which the study was carried out is represented in Figure 4: 5. 
The researcher approached the area of access routes into higher education with an 
understanding of some of the issues facing disabled students, but was: 
... open to discovering new 
factors of relevance to an explanation of 
that area, rather than restricting the scope of the research to 
whether a hypothesis based on existing theories had got it right (or 
not). (Denscombe, 1998, p. 216). 
Whilst analysing the data generated from the investigation of access, the researcher 
drew on the principles of Grounded Theory to guide him through this process. 
The aim of the first stage, with a particular focus on deafness and dyslexia, was to 
establish to what extent disabled students were enrolling on access programmes 
and to explore, at a general level, their experience of this programme. A semi- 
structured interview schedule was developed to investigate the respondent 
experiences of access. The questions were modelled on the student interview 
schedule developed for the "Disabled Students in Education Project" (Palfreman- 
Kay and Taylor, 1996) which aimed to establish what was key to respondents' 
experience of education. 
For the first stage of the research fourteen semi-structured interviews were 
conducted with ten dyslexic and four deaf students enrolled on access programmes 
at five colleges of further education which have links with De Montfort University. 
An analysis of the student experience produced seven key themes. 
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Figure 4: 4 
A model detailing the various stages of the experiences of dyslexic adults enrolled 
on access to higher education programmes 
START OF STAGE I OF THE RESEARCH 
Desk Based Research Stage 1: contact colleges of further education which are linked 
with De Montfort University to establish whether they have dyslexic or deaf students 
enrolled on access. 
Preparation for Interviewing Stage 1: establish which colleges have such students 
and ask key staff whether they will ask these individuals if they are prepared to take part in 
the research. 
1(a) Stage Staff Interviewing: hold semi-structured interviews with key staff such as 
access, learning support staff and Disability Co-ordinators to talk about their experiences of 
disabled students enrolled on this educational programme. 
STAGE I 
WEAR 1) I(b) Stage Student Interviewing: hold semi-structured interviews with dyslexic and 
deaf students to ask about their experiences of access. 
Preparation for the Next Stage of the Research: establish with key staff whether 
they are aware of either dyslexic or deaf students enrolling on access for the following 
academicyear. Havea back-up'plan if the researcher failed tofind enough students forthe 
next academic year. Develop links with the City Literary Institute to find out whether or not 
dyslexic or deaf students would be prepared to take part in the next stage of the research. 
END OF STAGE I OF THE RESEARCH 
START OF STAGE 2 OF THE RESEARCH 
Desk Based Research Stage 2: re-contact colleges of further education. Arrange a time 
to meet the students to allow them to ask questions about the research. 
2(a) Stage Student Interviewing: hold a conversation with participating students to 
find out what was important to these individuals being dyslexic and enrolled on access. 
STAGE 21 2(bl-2(h) Stage Student Interviewing: hold a series of semi-structured interviews (YEAR 2) 
with students on specific topics identified from previous interviewing on a monthly basis. 
2(1) Stage Staff Interviewing: hold a series of semi-structured interviews with learning 
support staff to explore their experience of supporting dyslexic students on access. 
20)-2(n) Stage Staff Questionnaires: develop learning support questionnaires and 
send them to participating colleges. 
END OF STAGE 2 OF THE RESEARCH 
STAGE 3 
WRITE UP RESEARCH 
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These themes were then used as a framework to structure the second stage of the 
research. To supplement the student interviews nineteen un-structured interviews 
with key staff such as access, Learning Support and Disability Co-ordinators were 
conducted. The findings and field notes from these interviews were used as a 
framework to structure the staff interviews undertaken in the next stage of the 
research. 
One of the main findings to emerge from this stage of the research was that a 
limited number of dyslexic and deaf adults had enrolled on access programmes. 
The researcher decided to have a back-up plan to use if not enough dyslexic and 
deaf students could be found. The City Literary Institute, London was then 
approached to establish whether they had experience of dyslexic and deaf students 
enrolling on their access programmes. The reason why this Institute was 
approached is that it is the place where access originated through the Fresh 
Horizons programme (Kirton, 1999). Through contact with the Institute it was 
discovered that they mainly had experience of dyslexic students enrolling on their 
access programmes. A group of dyslexic students were identified as willing to take 
part in the research. However, the back-up plan was not used. 
The second stage of the research involved initially making contact again with the 
colleges of further education that are linked to De Montfort University to 
determine the number of dyslexic and deaf students actually enrolled on access. 
The responses revealed that dyslexic but not deaf students were enrolling on access, 
which resulted in taking the decision at this stage to focus only on the experiences 
of dyslexic students. From my contact with the colleges eight dyslexic students 
agreed to take part in the research. 
Two interview schedules were developed to explore the students' experience of 
access. The first interview schedule was a "conversation with a purpose", which 
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aimed to establish what was important to the respondents about being dyslexic 
and enrolled on access. The findings from these interviews were combined with the 
first stage interviews, field notes and completed second stage interviews to 
develop a semi-structured interview schedule for each of the seven themes 
identified earlier. 
At the start of each semi-structured interview the respondents were given the 
interview schedule and asked if it reflected their experience of the theme under 
investigation. If they felt it did not, the interview schedule would be adapted 
accordingly. The aim of the second stage of the research was to allow the 
respondents to identify what they considered to be important for them in their 
experience of access within the framework of each theme. 
For the second stage of the research, a total of fifty-eight interviews were 
conducted during the academic year 1997-98. The interviews were carried out 
approximately once a month, at various locations such as the respondent's home, 
staff offices, Learning Support areas and college refectories. Each interview lasted 
between half-an-hour and an hour on average. 
To supplement the investigation of the student experience of access, a series of 
semi-structured interviews was conducted with Learning Support staff at the 
participating colleges. The aim of these interviews was to establish their experience 
of, and support available to, dyslexic students enrolled on access, using a similar 
process. In total twenty-five questionnaires were sent to key staff at twelve colleges 
of further education. In total eight questionnaires were returned by the 
participating colleges. 
After the data collection was completed the researcher kept in touch with the 
dyslexic students who took part in the research and has provided advice on how to 
prepare for the move to university. 
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The respondents have been shown the data analysis chapters and the Substantive, 
Formal and Cumulative Theories which emerged, with the intention of 
establishing whether or not they agreed with the findings. On the whole the 
respondents mainly agreed with the findings and, in certain instances, were 
surprised about the similarity in experiences. When the research is completed it is 
the intention of the researcher to send copies to the students and staff who 
participated in the study. 
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Figure 4: 5 
A Model Detailing the way In which the research was undertaken 
This model is based upon the ANALYTIC INDUCTION METHOD derived fron-i Grounded Theory (Glaser & Strauss, 1967) 
as applied by Kemshall (1998). 
AL Preparation work involves, drawing on the methods used and thefindingsfrom the Disabled Students in 
Education Project Disabled students enrolled on franchised HE programines unable to obtain support: Draw on 
explanations of Disability; Draw on access literature. Initial proposition: Would disabled students face sindlar 
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4: 5 Research Tools 
When undertaking any investigation into social life it is important to make sure 
that the tools selected correspond with the research approach adopted for the 
study. With Critical Social Research not being restricted to any one specific 
method, it is a research approach that can use a range of data collection methods. 
Recognition of this view comes from Harvey (1990), when he states that methods 
such as Critical Ethnography: 
... make use of the usual ethnographic 
data collection processes such 
as in-depth interviewing, semi-structured and unstructured 
interviewing, and participant observation. (p. 12). 
4: 5: 1 Methods of Interviewing 
Interviewing techniques have mainly been adopted to explore the student 
experience because the: 
... interview attempts 
to understand the world from the subjects' 
point of view, to unfold the meaning of people's experiences. (Kvale, 
1996, p. 1). 
Interviews are flexible techniques which are able to deal with a variety of subject 
material at different levels of detail or complexity (Bremmer et a], 1985). To 
supplement the various interviewing techniques questionnaires, were used to 
further explore the staff experiences of supporting disabled students. These 
methods were used during stages one and two of the interviewing, following a 
bottom up approach (Holman, 1987) that allowed the respondents to guide the 
research process. 
Sen-d-structured and un-structured interviewing techniques were used together. 
The aim of semi-structured interviewing is to obtain descriptions of the world of 
the interviewee (Kvale, 1996), but the interviewer is free to alter their sequence and 
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to probe for more information (Fielding, 1995). The value of semi-structured 
interviewing is that it allows: 
... people to answer more on their own terms than the standardised interview permits, but still provide a greater structure for 
comparability over that of the focused interview. (May, 1997, p. 111). 
The advantage of this form of interviewing is that it is allowing the individual to 
tell their point of view, therefore, following a bottom-up approach because it still 
allows the respondent to guide the research process. 
The interview questions listed in Appendix Stage I(a) were developed from the 
Programme Leader interview schedule used for the "Disabled Students in 
Education Project" (Palfreman-Kay and Taylor, 1996). The intention of these 
questions was to gain entry into the access environment. These interviews were 
undertaken during the first half of 1996. At the start of the academic year 1997-98 
the researcher got in touch with the contacts he had made during the first stage of 
the research to establish whether new dyslexic or deaf students were enrolling on 
access who might be willing to participate. 
The stage one interview schedule was based on previous interviews investigating 
the student experience through the Disabled Students in Education Project 
(Palfreman-Kay and Taylor, 1996). The questions asked are listed in Appendix 
Stage 1(b). The data generated from these interviews was used to develop the 
student questions asked during the second stage of the research. 
The structure for the student interviews was based on the analysis of previous 
student interviews carried out during stage one and two of the research. The 
analysis produced the following seven themes as important to the dyslexic and 
deaf students who took part in stage one and the early part of stage two. The key 
themes were: 
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0 Experiences of education before access 
C3 Experiences of starting access 
C3 Experiences of being dyslexic whilst on access 
0 Experiences of support whilst on access 
U Experiences of student relationships whilst on access 
0 Experiences of coping acaden-dcally whilst on access 
0 Experiences of coping financially whilst on access 
The questions for each semi-structured interview on each of these topics were 
developed from the various student interview transcripts and are listed in 
Appendices Stage 2(b)-2(h). A series of prompts was also included within each 
interview schedule to help the researcher. The intention here was to allow the 
respondents to identify what was of importance particularly to them within each 
of the seven areas, which could then be explored in-depth. Through constantly re- 
visiting the data the researcher was trying to develop questions that followed a 
bottom-up approach (Holman, 1987). As before, at each interview the respondents 
were shown the interview schedule to establish whether or not the questions being 
asked were an accurate representation of the theme being explored. On the whole 
the respondents agreed with the questions being asked, apart from a few n-dnor 
changes. These interviews were carried out between December 1997 and June 1998. 
The questions for the Staff Semi-Structured interviews are listed in Appendix, 
Stage 20). The aim of using this method of data collection was to establish what 
was in place to support dyslexic students enrolled on access at their specific college. 
The questionnaire aimed to establish whether this support was in place and really 
being used by the respondents. These interviews were carried out between January 
and March 1998. 
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Un-structured interviews were also used, for initial exploration during stage two 
of the student and staff experience of access. This form of interviewing, 
alternatively known as informal or unstandardised interviews, is different to 
structured and semi-structured interviewing because of its open-ended character. 
The value of this approach is that it has: 
... the ability to challenge the preconceptions of the researcher, as 
well as to enable the interviewee to answer questions within their 
own frame of reference. (May, 1997, p. 112). 
This interviewing method, which can be described as a conversation with a 
purpose (Burgess 1990), is ideally suited for the prelin-dnary stages of a research 
project. It is a method of data collection that provides researchers with the 
opportunity to establish a picture of the social site they are investigating. One 
concern about using this technique is that an interviewee can simply talk about an 
issue in any way they choose. However Bryman (1988a) points to the advantage of 
this approach because: 
... a phenomenon 
like rambling can be viewed as providing 
information, because It reveals something about the Interviewee's 
concerns. Unstructured interviewing qualitative research, then, 
departs from survey interviewing not only in terms of format, but 
also in terms of its concern for the perspective of those being 
interviewed. (Bryman, 1988a, p. 47). 
The aim of using un-structured interviewing during the second stage was to 
discover what was important to the dyslexic participants. It was also used to help 
the respondents develop a feeling of trust and provide them with the freedom to 
identify issues. After a prelin-dnary meeting, a further time was arranged to have a 
conversation with the respondents about what was important to them about being 
dyslexic and being enrolled on access. The two questions are listed in Appendix 
Stage 2(a). These interviews occurred during November 1997. The intention of 
asking these questions was to enable the respondent to guide the research process. 
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4: 5: 2 Questionnaires 
Questionnaires were used to further explore learning support staff experiences of 
supporting this group within the access environment. The aim of a questionnaire as 
a method of data collection is to gather specific information from the social site that 
is being investigated. However, where they differ from interviewing methods 
adopted for this study is that they are asking more specific questions. Denscombe 
(1998) states: 
... questionnaires work on the premise that if you want to 
find out 
something about people and their attitudes you simply go and ask 
them what it is you want to know, and get information 'straight from 
the horse's mouth. ' (p. 88). 
Questionnaires are an ideal research tool when the researcher is looking to gather 
facts or opinions about the social site that is being investigated. Denscombe (1998) 
defines factual information being the participants revealing: 
... (accurately and 
honestly) information: their address, age, sex, 
martial status, number of children etc. (p. 89). 
He also goes on to define opinions, which in this case are the respondents 
revealing: 
-information about 
feelings, to express values, to weigh up 
alternatives etc., In a way that calls for a judgement about things 
rather than the mere reporting of facts. (p. 89). 
In trying to achieve insight the researcher has to consider what type of questions to 
ask. May (1997) suggests consideration of whether to use open or closed questions, 
or a combination of both. Open questions provide the respondents with an 
opportunity to answer the questions in a way that suits the individual. Whilst 
116 
closed questions restrict the number of answers the participant can provide. May 
(1997) states: 
... data collection in surveys is conducted mainly through three types 
of questionnaires: the mail or self-completion questionnaire: the 
telephone survey and the face-to face interview schedule. (p. 89). 
The type of questionnaire selected depends on the target audience and the nature 
of the research and the resources available. 
Mail or self-completion questionnaires were used within this study to collect 
contextual data, with the aim of establishing whether the support, which staff 
identified as available to these students, was actually in place. The questionnaires 
sent are available in Appendix Stage 2(j)-2(n). Collecting this information intended 
to reveal barriers in place that may be preventing dyslexic students from having a 
successful experience of the educational environment. A mixture of open and 
closed questions, which were used from the previous semi-structured interviews, 
were developed to gain a range of factual material and the opinions of key staff. In 
order to obtain the most accurate representation of the support provision available 
the questionnaires were sent to learning support staff as well as access and 
Disability Co-ordinators. These questionnaires were sent during March 1998. 
4: 5: 3 Validity & Reliability 
When conducting qualitative research it is important to establish whether or not 
the research: 
... accurately represents the social phenomena to which it refers. (Hammersley, 1990, p. 57). 
It is, therefore, necessary to consider how far this investigation represents the 
experiences of dyslexic adults enrolled on access programmes at the colleges of 
further education which have links with De Montfort University. 
I 
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4: 5: 3: 1 Validity & Reliability and Critical Social Research 
To establish whether this study of the dyslexic student experience is representative 
it is necessary to establish how Critical Social Research deals with the issue of 
validity and reliability. Critical Social Research adopts the view that: 
... data are meaningful only in terms of their theoretical context, 
reliability and validity are functions of the context and the 
epistemological presuppositions that the researcher brings to the 
enquiry. So, for critical social research, data are Important In order 
to ground the enquiry but data must not be treated as independent 
of their socio-historic context. (Harvey, 1990, p. 8). 
Validity and reliability for critical social research, therefore, involve locating these 
data on the dyslexic student experience in the context of developments within the 
English educational environment during the period 1996-1999. This involved the 
researcher recognising his own beliefs about the educational environment and 
whether the results of this specific investigation of access are characteristic of the 
dyslexic student experience. 
It is necessary for the researcher to recognise his epistemological presuppositions 
about the educational environment. The belief that the researcher brought with 
him to the investigation was that the educational environment is oppressive a, 
belief grounded in his own personal experiences as a dyslexic student. The 
motivation for this research was, therefore, to improve the position of dyslexic 
students within the educational environment. The researcher's openness about his 
dyslexia also made an important contribution to the research. It was felt this 
openness encouraged the individuals to come forward and take part in the 
research. The respondents felt that the researcher would actually understand what 
is was like to be dyslexic whilst studying. Through working closely with the 
respondents, the researcher felt that these individuals spoke freely about their own 
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experiences of access, which helped to provide an important insight into the 
educational environment. 
The next requirement of critical social research, when tacking validity and 
reliability, is to establish whether this study is a typical example of the English 
educational environment. Placing this investigation of dyslexic students' 
experience in context, it clearly fits with the wider experience of adult education 
described in the literature review. One example from the second stage of the 
research, which supports this claim, was the finding that the respondent 
experienced positive relationships with fellow disabled students. Simon 
remembered how he and another dyslexic student helped each other out during 
their course. 
We helped each other as much as possible. He has asked me for 
advice on his work and I would do the same thing. He would also 
ask me advice on getting a place at University. We would just help 
each other out as much as possible. (Simon) 
Dale and Green (1998) reinforced this view, in their work with visually impaired 
students, when they discovered that individuals from this group felt more at ease 
with each other because they: 
... are in the same boat and know how to help one another. (Dale and Green, 1998, p. 10). 
This similarity between experiences suggests that when disabled students come 
together a common bond develops because these individuals have had similar past 
experiences, and are able to identify with each other. 
Further similarities between respondents' experiences and the wider literature on 
the adult educational experience reflect both groups recalling similar negative 
experiences of school and college before access. Jane recalled her negative 
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experience of school, remembering how her teachers displayed little knowledge of 
dyslexia. 
It was embarrassing to sit in front of your teacher and for her to 
explain where you had gone wrong. Basically my work was chucked 
back at me and I was told to do it again. Instead of recognising 
dyslexia my teachers just thought I was stupid. (Jane) 
McFadden's (1995) research reinforces this view. 
In the junior school, I was told that I would never get anywhere ... and I mean, that's still affecting me now, you know what I mean? 
And it takes a time for you to reallse that it's only a stupid teacher. 
Merton (p. 49). 
Through highlighting the similarity between the dyslexic student experience and 
current literature, it suggests that one of the reasons why individuals return to 
education through educational programmes such as access is because they have 
had prior negative experiences of this environment. As stated by Brennan (1988): 
[The aim of access isl... to make Higher Education available to people 
who for whatever reason, could not make use of conventional routes 
and provision ... [such as school and College]. (p. 25). 
Having provided some examples to illustrate how this investigation of the dyslexic 
student experience fits within the English educational environment, it is possible to 
suggest that this investigation of dyslexic students' experience is a valid picture of 
this group. 
Having established how Critical Social Research tackles the issues of validity and 
reliability it is necessary to see how Critical Ethnography and Grounded Theory, 
which operated within this approach, were used to establish a valid and reliable 
picture of access. Critical Ethnography tackles the issue of validity and reliability 
through a process of critical reflection. Critical reflection is achieved through the 
researcher asking two questions. 
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The first is, what is the truth quotient of the study? Here, we 
examine how own values and ideology influence our work, whether 
we might inadvertently have excluded counterexamples that would 
subvert our analysis, and how our study might be different if we 
could redo it. The second question examines the social implications 
of our findings and how we present them. In this phase, we ask how 
our study challenges Injustice and what the implications for action 
are. (Thomas, 1993, p. 47). 
In answering the first question, the researcher needs to consider how far he 
influenced the investigation of the access environment. It needs to be 
acknowledged that the researcher influenced the study. This occurred through the 
researcher being a dyslexic person, which allowed him to identify with 
respondents' experiences of school and college. The researcher also influenced the 
data through the research approach, methods and tools of data collection selected 
to explore the access environment. Whilst aiming to allow the respondents to speak 
freely about their educational experiences, the researcher's commitment to 
improve the position of dyslexic students within the educational clearly influenced 
the data. 
It is now necessary to consider whether this study would be designed differently, 
if given another opportunity. This would involve considering whether the 
researcher would have gained entry to the access environment through a different 
research approach and method, as well as methods of data collection. 
Before considering whether or not a different research approach, method and tools 
of data collection could have been used, it is important to consider whether 
alternative entry to the access environment could have been gained. It would have 
been difficult to undertake the research in any other way without the help of key 
staff such as Access and Disability Co-ordinators, as well as learning support staff 
as the support of these individuals was needed to gain entry to the access 
environment. The permission of these individuals was also needed to gain entry to 
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each participating college and, as has already has been shown, the researcher's 
contact with external dyslexia organisations did not prove as successful as initially 
hoped in putting the researcher in contact with dyslexic adults. Without the 
support of these individuals the likelihood of the research being successful would 
have been poor. 
In establishing that the research could not have been undertaken without the 
support of key staff, it is now necessary to consider whether the investigation of 
the dyslexic student experience could have occurred through a different research 
approach and method, as well as tools of data collection. 
Critical Social Research was the approach that the investigation of access was 
located in because of the comn-dtment towards providing: 
... knowledge, which engages the prevailing social structures. Critical 
researchers, in one way or another, see these social structures as 
oppressive social structures. (Harvey, 1990, p. 2). 
This research approach fits with the commitment behind the study. It provides the 
framework to improve the position of dyslexic students, through revealing the 
oppression this group faces. In contrast, other research approaches, such as 
Symbolic Interactionism do not fit with the commitment behind the investigation 
because it is a research approach which focuses on exploring the dynamic social 
activities taking place between individuals. 
The problem with using any other research approach, apart from Critical Social 
Research, is that they are not committed to revealing the oppression dyslexic 
students face within access, which in turn intends to improve their position within 
the educational environment. 
The next step in addressing the issues of validity and reliability for Critical 
Ethnography is to consider whether a different research method could have been 
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used to explore dyslexic students' experiences. A Critical Ethnographic method 
was adopted to explore the student experience because of its commitment towards 
negating: 
... the repressive influences that lead to unnecessary social domination of all groups. (Thomas, 1993, p. 4). 
Critical Ethnography is, therefore, a method that helps to challenge the oppression 
specific groups face within society. In contrast, to other research methods such as 
Ethnography which is: 
... a research process 
in which the anthropologist closely observes, 
records, and engages in the daily life of another culture-an 
experience labelled as the fieldwork method-and then writes 
accounts of this culture, emphasizing descriptive detail. (Marcus and 
Fischer, 1986, p. 18). 
Ethnography is, therefore, a research method that aims to describe the culture it is 
aiming to investigate. The emphasis on description can, therefore, play an 
important role in describing the position of dyslexic students with the access 
environment. Again, it is the commitment behind the study, towards improving 
the position of dyslexic students, which makes Ethnography an inappropriate 
method to undertake the investigation of access. 
It is also necessary to consider whether any other methods of data collection could 
have been used to explore dyslexic students' experiences. It was felt that structured 
interviewing and questionnaires would hamper individual students being able to 
talk about their own experiences of access, as well as preventing the respondents 
from guiding the research process, by imposing an inflexible structure on the 
investigation of their experiences. It was the commitment towards flexibility that 
resulted in un-structured and semi-structured interviews being used to explore 
dyslexic students' experience. The emphasis on flexibility is shown with the 
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researcher having a conversation with the dyslexic respondents, at the start of 
stage two of the research with the purpose of finding out what was important to 
them about being dyslexic and enrolled on access. 
However, it does need to be considered whether or not the respondents were 
telling the researcher "what he wanted to hear" when the interview questions were 
asked. On the whole, the respondents probably provided an accurate picture of 
each interview topic, which was highlighted through the respondents recalling 
similar experiences through the different interview schedules. When the researcher 
became immersed in the data it was noticeable that key themes emerged, such as 
the importance of educational experiences before access. Furthermore, when 
comparing the responses between the respondents, they were highlighting similar 
themes such as poor educational experience before access and variation in the 
knowledge of dyslexia suggesting that an accurate picture was being displayed. 
Turning to the second question in the process of critical reflection, how does this 
research improve the position of dyslexic people? Has the research helped the 
dyslexic participants directly? On the whole, the research probably helped to 
improve the position of these dyslexic students who took part in the study. it 
helped the respondents to develop a greater understanding of their disability. 
Furthermore, the researcher improved the position of the dyslexic students who 
took part in the study by helping to prepare them for a move to University. This 
was done through making the students aware of the grants such as the DSA, the 
support offered to dyslexics and the impact of the Disability Discrimination Act 
(1995). 
It was probably the researcher helping the respondents to develop a greater 
understanding of their dyslexia which had the greatest significant impact on 
improving the position of this group of students individually and as a whole. This 
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is because the respondents were able to display a much more positive picture of 
their dyslexia to lecturers whilst on access and at university, as well as to their 
partners, family and friends. This approach has helped to challenge negative 
attitudes and raise greater awareness of dyslexia through these individuals passing 
on the knowledge that they have gained about their disability to others: which in 
turn has the potential to create a more inclusive society. The position of dyslexic 
people in general would, therefore, be improved over time. 
When considering how the research has improved the position of dyslexic 
students, as a whole, it is necessary to consider whether this investigation has 
influenced the institutional provision for this group. At this stage it is difficult to 
assess whether or not this study has helped to improve this as already mentioned, 
when the research is written up and completed, it is the intention of the researcher 
to send copies to the students and staff who participated in the study. One 
immediate success at an institutional level was that the study raised the profile of 
the position of disabled students, in particular dyslexics, within the access 
environment. 
Taking into consideration that it may not be possible to return to the participating 
colleges, the researcher intends to disseminate the findings from the study at every 
stage possible, through conferences and publications such as a conference at the 
University of Central Lancashire (Palfreman-Kay, 1998). However, the problem 
with attending this conference was that no one attended the presentation. 
Explanations for the lack of attendance were that there is little interest in the needs 
of disabled students within higher education or that there were more interesting 
presentations at the same time. However, the researcher reported on the prior 
educational experiences of the respondents before access at a conference at 
Huddersfield University during July 2000. The researcher has also had recently 
published an article in the journal of Further and Higher Education (Palfreman- 
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Kay and Taylor, 2000) which focused on the dyslexic experiences of relationships 
with their fellow access students. This helps to raise the profile of dyslexic students 
with educational providers. Promoting the needs of dyslexic students at this level 
should increase the chances of further and higher education becoming more 
accessible for this group of students. 
For wider dissemination the researcher has used electronic mailbases such as "dis- 
forum, " "dyslexia, " "dis-he policy" and "disability research. " These mailbases 
covered a range of topics such as legislation within higher and further education 
and the support available to dyslexics. Dissemination of the research was achieved 
through making contact with individuals who work within the field of disability 
and in further, as well as higher education, when seeking help with the research. 
After writing up the study the researcher intends to publicise the findings through 
these mailbases and to place such work on the internet. 
To embed the investigation of the access environment at a grass roots level, the 
researcher has also disseminated his work through local disability organisations 
such as the Leicestershire Centre for Integrated Living (LCIL). After the research 
has been completed, it is the intention to give a copy of the investigation of the 
access environment to LCIL. There is also the intention to provide the study to 
National Bureau for Students with Disabilities (Skill), which is an organisation that 
represents the needs of disabled students in education. The research is also to be 
provided to another disability organisation, Disability Equality in Education 
(DEE), with the intention of helping to inform the training that they provide within 
schools and colleges. Furthermore the research is to be provided to the 
Government Office for the East Midlands, with the aim of assisting their social 
inclusion team to develop social inclusion indicators for the educational 
environment. 
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4: 5: 3: 2 Validity & Reliability and Grounded Theory 
By establishing how Critical Ethnography tackles the issues of validity and 
reliability through a process of critical reflection, it is now necessary to establish 
how Grounded Theory deals with this issue. Grounded Theory tackles the issues 
of validity through requiring the researcher, who develops a Grounded Theory or 
theories, to ensure they have a commonsense fit and relevance (Layder, 1993). This 
involves developing an explanation that: 
... must be 'accessible' to the people In the study, in the sense that It describes some aspects of their everyday experience which they 
recognise and understand. (Layder, 1993. p. 65). 
For Grounded Theory explanations to be valid the participants must be able to 
understand and identify them as a representation of their experience. Therefore 
respondents would have to agree with the Grounded Theories developed to 
explain their experience of access, whether it is starting access or being dyslexic 
whilst enrolled on this educational programme. To establish whether the 
explanations were valid representations the respondents were shown the various 
explanations with which, on the whole, they agreed. 
When undertaking the data analysis the rigorous approach of Grounded Theory 
producing either a theory or theories was followed. This involved the researcher 
continually reading the interview transcripts to become immersed in the data, to 
search for codes which could then be grouped together to develop sub-categories 
and categories that would be able to explain the student experience. Through this 
process the theories that emerged were being constantly being refined. To check 
whether the theories produced reflected the student experience the researcher 
showed the respondents the various explanations which they agreed were an 
accurate representation of their encounters whilst on access. 
After establishing how Grounded Theory tackles the issue of validity, it is now 
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necessary to establish how this method deals with reliability. Chentiz and Swanson 
(1986) suggest one way to test reliability is through replication. This would involve 
another dyslexic researcher undertaking an investigation of this group's 
educational experience enrolled on access. However, Chentiz and Swanson (1986) 
recognise that it would be difficult to replicate a study which uses Grounded 
Theory because the analysis is partially based on: 
... the researcher's best analysis which includes the researcher's 
skill, creativity, time, resources, and analytic ability, no two analyses 
will be exactly alike, since no two researchers are exactly alike. 
(Chentiz and Swanson, 1986, p13). 
Applying reliability to a Grounded Theory study, therefore, involves a researcher 
considering the following -'if [they] applied the theories generated from the study 
of the access environment, will it work if applied to a similar situation, and allow 
the researcher to interpret, understand, and predict the dyslexic students' 
experiences? '(Chentiz and Swanson, 1986). Establishing reliability for this 
investigation of dyslexic students' experience would involve other researchers 
taking the theories generated from the investigation of the access environment to 
other contexts, such as the encounters of similar students within higher education. 
In recognising that other researchers may not ever test out the theories generated 
from the investigation of the access environment, it is important to have some 
indicators in place which would suggest that the theories generated from the 
investigation of the access environment provide a reliable insight. This goal was 
achieved through comparing such explanations with existing research noted in the 
literature review, such as the work of Palfreman-Kay (1998), which on the whole 
confirmed that they were a reliable insight into dyslexic students' experiences. 
4: 5: 3: 3 Validity & Reliability and Transcription 
By considering whether the methods adopted have accurately represented the 
students experience it is also necessary to consider how the transcription has 
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influenced the validity and reliability of the data. The researcher transcribed the 
interview tapes during the first stage but paid someone else to undertake this task 
during the second stage of the research. During the first stage of the study the 
researcher found the period of transcription very time consuming, taking between 
three and seven hours to transcribe each of the interviews. Because a larger 
number of interviews were planned for the second stage it was felt that the 
researcher would get bogged down transcribing if he undertook the task himself. 
Critics of this approach may question how the researcher would become immersed 
in the data if he was not carrying out the transcription himself. The researcher 
overcame the hurdle of fan-dliarity through constantly reading interview 
transcripts to help him prepare for each interview schedule. He would also listen 
to each interview after they had been completed and make field notes to help him 
to get close to the data. 
When it came to including interview text within the thesis it needs to be noted that 
the researcher had, at times, either corrected or glossed over the text. These actions 
were attributed to poor recording environments and bad transcription. When 
talking with the respondents some of the environments were better than others to 
investigate the student and staff experience. Where the researcher could he would 
try to arrange a quiet venue to hold the interview, producing a clear interview 
recording. However, when it was not possible to find such a room the quality of 
interview transcripts was mixed, which at times resulted in the researcher 
correcting or glossing the text. It was also noticeable that once the interview 
transcripts were passed on to the researcher some of the texts were poorly 
transcribed. This resulted in the researcher correcting the text to make sense of 
what the respondents were saying. One explanation for the poorly produced 
interview transcripts was that the person who the researcher paid to undertake the 
transcription was overwhelmed by the task. 
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The criticism of correcting or glossing over the text is that the meaning of the 
interview transcripts could be altered which would lead to a misrepresentation of 
the student and staff experience. To overcome this problem the researcher showed 
the students samples of the corrected and glossed over text to see whether they 
agreed with the changed material as an accurate representation of their 
experiences. On the whole the dyslexic respondents felt the various interview texts 
represented their experiences of access. 
Taking into consideration the theoretical and methodological checks in place, 
when dealing with the issue of validity and reliability, it is evident that this study 
is, as far as possible, a representative insight into the dyslexic student experience of 
access. 
4: 5: 4 Triangulation 
Triangulation is a research strategy that involves using several methods to reveal 
multiple aspects of a single empirical reality (Denzin, 1978). An assumption of 
triangulation: 
.. As that sociological research 
Is a discovery process designed to get 
an objective truth. (Silverman, 1997, p. 25). 
Denzin (1989) states that there are two types of triangulation - inter-method 
triangulation and intra-method triangulation. The former includes two or more 
methods of different methodological origin and nature whereas the latter uses two 
or more techniques of the same method. 
The appeal of triangulation is that it provides a greater chance of the researcher 
building up a representative picture of the social site under investigation than 
would be the case if single methods of data collection were used. Sarantakos (1998) 
suggests the advantages of using triangulation for a researcher are that it would 
allow them: 
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1. to obtain a variety of Information on the same issue, 
2. to use the strengths of each method to overcome the deficiencies 
of the other; 
3. to achieve a higher degree of validity and reliability; and 
4. to overcome the deficiencies of single-method studies. 
(p. 169). 
Other support for triangulation comes from the feminist perspective, which views 
it as a: 
... commitment to thoroughness, the desire to be open-ended and to take risks ... [as well as to] ... increase the likelihood of obtaining 
scientific credibility and research utility. (Reinharz, 1992, p. 197). 
The intention of triangulation is therefore to help the researcher to build up the 
most accurate and reliable picture of the social site under investigation. 
However, there is an alternative school of thought that feels there are 
disadvantages in using triangulation within the research process. Sarantakos (1998) 
highlights some of the concerns when he states: 
... there is no evidence to suggest that studies 
based on triangulation 
necessarily produce more valid results. Even if all diverse methods 
support each other's finding, all findings might be invalid. In simple 
terms, the findings of a study based on several methods are not 
necessarily 'better' than the findings of a single-method study. 
(Sarantakos, 1998, p. 155). 
It is probably only after a period of reflection that a researcher would be able to 
assess whether single or multiple methods helped to produce a valid 
representation of the social site under investigation. 
The main reason for using triangulation within this study was that it was viewed 
as part of the qualitative research process (Denzin, 1998). The intention in using 
triangulation was to build up a representative and detailed picture of dyslexic 
students' experiences of access. To elucidate the student and staff experience, the 
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intra-method form of triangulation was used. This was achieved through using 
different forms of interviewing, such as un-structured and semi-structured 
interviews within a Critical Ethnographic method, as well as questionnaires at 
different stages of the research to progressively build up a detailed picture of the 
access environment. The intention behind using this form of triangulation was, 
therefore, to secure an in-depth understanding of dyslexic students' experiences. 
4: 5: 5 Sampling 
When undertaking social research sampling enables a researcher: 
... to draw a sample that will allow the researcher to generalise about the population as a whole. (Fulcher and Scott, 1999, p. 82). 
This part of the research process, therefore, helps the researcher to make general 
statements about the position of dyslexic students within the access environment. 
Fulcher and Scott (1999) state that: 
... there are two types of sampling: probability sampling (where the 
mathematical properties of the population are known) and non- 
probability sampling (where these mathematical properties are 
unknown. ) (p. 83). 
Probability sampling, such as simple random or systematic random, is based on 
whether it is possible to calculate the probabilities involved. This would involve 
being able to determine the number of dyslexic students enrolled on access 
programmes at colleges of further education. In contrast, non-probability sampling 
such as convenience or snowball sampling is possible when a researcher is unable 
to calculate the probabilities involved within the research. 
The only way to establish whether dyslexic and deaf students were enrolling on 
access programmes at the colleges linked with De Montfort University was for the 
researcher to contact key staff such as Access and Disability Co-ordinators, as well 
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as learning support staff at these institutions. The researcher mainly used the 
contacts that he had made previously through the Disabled Students in Education 
project (Palfreman-Kay and Taylor, 1996). The reason why staff were approached 
is because of the awareness of the sensitive nature of discovering and being aware 
of dyslexia and it was also felt that key staff would help students to take part in the 
research if they were unsure. The preliminary conversations with these key staff 
suggested that they had limited, or no, experience of disabled students on their 
access programmes. The researcher was, therefore, concerned that he would not 
find enough dyslexic and deaf students to take part in the study. Some of the 
explanations given for this low number of disabled students were poor prior 
educational experiences of adults that put them off of returning to study, or that 
there was little support available at the selected college to meet student's needs. 
However, it was noticeable from the staff experience of disabled students as a 
whole that mainly dyslexic students were enrolling on access. After taking the staff 
experience into consideration, the researcher was aware that he would probably 
not find any deaf students and was more likely to find a low number of dyslexic 
students enrolled on access programmes. 
Bearing in mind that the researcher was looking for specific students to interview, 
but was unsure whether or not he would find any dyslexic or deaf students to 
interview, a non-probability sampling approach was selected. Purposive sampling 
was the specific method of non-probability sampling used for this research. It is a 
method where: 
... a selection of 
those to be surveyed is made according to a known 
characteristic. (May, 1997, p. 88). 
A researcher would therefore look for characteristics relevant to the research such 
as dyslexic and deaf students and to invite them to take part in the investigation of 
the access environment. This specific method is appropriate for researchers, who 
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expect that they will discover low numbers within their investigation of social life 
(May 1997). 
By showing what method of sampling was used to find dyslexic and deaf students 
to take part in the research, it is necessary to show how this goal was achieved. For 
the first stage of this study the researcher undertook fourteen semi-structured 
interviews with dyslexic and deaf students. One important factor to emerge from 
this part of the research was that more dyslexic instead of deaf students were 
interviewed. It was because of the concern that the researcher would not be able to 
discover an equal number of dyslexic and deaf students the decision was taken to 
solely focus on the experiences of dyslexic students for the next stage of the 
research. After stage one of the research was completed the researcher asked key 
staff whether theywould be prepared to put him in contact with dyslexic students 
enrolling on access programmes for the following acaden-dc year. A further 
noticeable characteristic to emerge from both stages of the research was that there 
was a limited number of students from ethnic minority groups. 
When re-contacting the colleges before the start of the academic year 1997-98, eight 
dyslexic students were identified as willing to take part in the research. These 
individuals were enrolled on access programmes at five colleges of further 
education, which have links with De Montfort University. The names of the 
interviewees and colleges are fictional. 
Tom: Tom was a white, 25-year-old male enrolled on an access programme at 
College A. 
E3 Lane- Jane was a white, 24-year-old female enrolled on an access programme at 
College A. 
u Tames: James was a white, 26-year-old male enrolled on an access programme at 
College B. 
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u Jenny: Jenny was a white, 35-year-old female enrolled on an access programme 
at College B. 
a Daniel: Daniel was a white, 29-year-old male enrolled on an access programme 
at College C. 
0 Norman: Norman was a white, 21-year-old male enrolled on an access 
programme at College D. 
13 Simon: Simon was a white, 50-year-old male enrolled on an access programme 
at College E. 
0 Tennet: Jennet was black, 28-year-old female enrolled on an access programme at 
College E. Dropped out of the study after the prior educational experience 
interview because of family bereavement. 
To supplement the main focus of the research, four learning support tutors were 
also prepared to share their experiences. In fact the number of dyslexic students 
taking part in the second stage dropped to seven, shortly after the interviews 
commenced because one of the respondents experienced a fan-dly bereavement and 
withdrew from her access programme. 
In establishing how purposive sampling was used to find dyslexic and deaf 
students to take part in the investigation of the access environment, it is necessary 
to establish the strengths and weaknesses of this method of sampling. The strength 
of purposive sampling for this study was two-fold. Firstly, purposive sampling 
allowed the researcher to search for the specific phenomena he was wishing to 
explore, such as the dyslexic student experience of access. Secondly, this method of 
sampling allowed the researcher to work with small numbers within the 
environment under investigation. The significance of purposive sampling allowing 
the researcher to work with low numbers is that it recognises that in some research 
studies it may not be possible to identify a large number of participants to take 
part in an investigation of social life. This was the case with this investigation into 
the access environment where some dyslexic students declined to take part because 
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of their work commitments and objections to being classed as disabled. The 
researcher's contact with local dyslexia and deaf disability organisations and other 
educational institutions suggest that he also tried to gain the widest sample 
possible of dyslexic students. Through contact with local disability organisations 
the researcher hoped these groups would be aware of dyslexic and deaf students 
enrolled on access programmes at the selected colleges and would, therefore, be 
prepared to put him in touch with such individuals. However, with these 
organisations not being aware of such students, it again suggested that the 
researcher could not have gained a larger sample. Furthermore, the researcher's 
back-up plan only produced three dyslexic students willing to take part in the 
research, suggesting that the overall number of students recruited was the largest 
number that could be obtained. Previous research, which has worked in a similar 
vein, and undertakes research with low numbers, is Weiler's (1998) investigation of 
the experiences of seven teachers and four administrators in her analysis of school 
and teaching. Further support for the ability to undertake research with low 
numbers comes from the work of Knox et al (2000). This particular piece of 
disability research investigated the experiences of six individuals with an 
intellectual disability: 
... to develop a Grounded Theory explaining the process by which these informants manage their relationships within their personal 
communities. (Knox et al, 2000, p. 49). 
These two examples suggest that it is possible to undertake research with a small 
number of participants. 
However, it is also important to recognise the weaknesses in using purposive 
sampling. One of the major weaknesses of this form of sampling is that it may not 
help to create a representative insight into the picture of the position of dyslexic 
people within the educational environment. If this is accepted as a valid concern, it 
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suggests that working with low numbers is not possible, which means that certain 
areas of social life cannot be researched, such as the access environment. Whilst 
recognising the weaknesses of purposive sampling, the advantage of using this 
form of non-probability sampling for this investigation of the access environment is 
that it has allowed the researcher to focus specifically on dyslexic students, 
experiences, therefore to draw out the richness and diversity of their experience. 
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Chapter 5 "School was horrible and I hated it, but 
coming to college was completely different. " 
Experiences of education before access 
5: 1 Dyslexia whilst at school and college 
When exploring the respondent experiences of dyslexia whilst at school and 
college they talked about a range of encounters. 
1: 1 Personal discovery of dyslexia 
One of the findings to emerge was the respondents' experience of discovering that 
they were dyslexic. Norman talked about discovering his dyslexia by chance 
through reading his brother's Educational Psychologist's report. 
I was going through his report, and I was going, 'that's like mel' My 
mum just went [Norman]' I hope its not you as well because you got 
all this way and there is nothing we have done. ' I took the test and I 
was. (Norman) 
Daniel also recalled personal discovery of dyslexia. 
I was always aware I think from perhaps my early teens that I was 
perhaps dyslexic. This was from the little I knew about it and I was 
certainly aware I had a learning disability, like dyslexia. (Daniel) 
Discovery of dyslexia occurs through the respondents being aware of their 
difficulties and searching for an explanation of why they are different to their 
peers. Often it is through luck, or chance encounters - possibly hearing references 
to dyslexia -that results in their disability being discovered. This is possibly 
through the media, teachers, friends or parents. 
The time taken to discover dyslexia also emerged as an important issue. This is 
because dyslexia seems to be discovered at the latter stage of the respondent's 
experience of compulsory education. The problem here is that the individual may 
have already experienced educational failure, culn-dnating in a negative impact on 
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the individual's educational identity. However, when dyslexia is discovered it is 
almost welcome, because provided the individual with an explanation for their 
difficulties, therefore, providing them with a second chance to achieve academic 
success. It is still important to recognise that an individual may feel different from 
their peers because they are playing educational catch up - learning the basics that 
they failed to acquire previously within their education. 
Whilst exploring how the respondents discovered their dyslexia, it was noticeable 
that the discovery was a life changing moment. Norman talked about the effect. 
When I discovered my dyslexia the whole world just turned round. it 
was just an earth shattering moment It made a really big difference 
to me. I saw the light at the end of the tunnel. (Norman) 
Jane felt relief in knowing that she was dyslexic. 
I actually felt relief in knowing that I was dyslexic. This is because it 
kind of gave me an excuse in telling me that I wasn't thick and 
stupid. Instead I realised dyslexia was a mechanical problem, which 
I felt It was a lot easier to deal with. (Jane) 
Whilst discovery is important, it does not guarantee that the individual will 
achieve educational success. This is because the key to a second chance is 
dependent on coming into contact with individuals who have knowledge of this 
disability and are, therefore, able to provide appropriate support. 
5: 1: 2 Knowledge of dyslexia displayed by teachers and lecturers 
When exploring the respondents' experiences it was noticeable that some teachers 
and lecturers had more knowledge of dyslexia than others. The respondents 
mainly talked about their teachers having little knowledge of dyslexia. Jane 
recalled one negative encounter. 
It was embarrassing to sit in front of your teacher and for her to 
explain where you had gone wrong. Basically my work was chucked 
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back at me and I was told to do it again. Instead of recognising 
dyslexia my teachers just thought I was stupid. (Jane) 
Tom and James recalled a similar experience. 
Dyslexia at the sort of school I went to was a taboo subject because 
it was a very academic based school, which had a lot of ex-grammar 
thoughts. I just don't think it was ever taken into account that 
dyslexia existed within my school. (Tom) 
I would say that the majority of my teachers had no knowledge of 
dyslexia at the schools that I had attended. My dyslexia wasn't 
recognised and I wasn't aware of it until later in my life, it was a 
nightmare really. (James) 
The problem with teachers not recognising dyslexia is that the respondents may 
feel not academically capable, therefore, different, because they cannot achieve the 
same success as their peers. The negative attitude displayed to the respondents by 
their teachers may also reinforce the feeling of being unable to achieve academic 
success. The consequence of these negative actions is that the respondents, as 
indicated by the research, may feel out of place within the educational 
environment. This may lead to the respondents being unwilling to approach their 
teachers for help, because of the fear that they would be ridiculed. The 
respondents, as shown by the investigation of their experiences of education before 
access, also started to resent their teachers because they felt that they were 
constantly picked on. 
In recognising the negative attitude of the respondents' teachers it is necessary to 
consider why these individuals had no knowledge of dyslexia. One explanation is 
because dyslexia was not part of their training programme. If so, how would these 
individuals gain any knowledge of dyslexia? The way in which knowledge would 
be gained is through a chance event, for example the media - television, newspaper 
articles or journals. Discovery may also occur through a member of the fan-dly 
becoming aware that they have this disability. Alternatively, discovery may occur 
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through coming into contact with one of their colleagues who have knowledge of 
this disability, or a previous student who has been so identified. 
When turning to the respondents' experiences of their FE lecturers, a similar lack 
of knowledge of dyslexia is also displayed. Daniel recalled one lecturer's response 
to him being dyslexic. 
One of my lecturers didn't think I was dyslexic. In fact he blew it off 
quite quickly when I asked him. I think he didn't think I was 
dyslexic because I could talk to him intelligently enough. (Daniel) 
James recalled a similar experience when he approached adult literacy workers. 
I said to them' I think I might be dyslexic. ' Their response was that 
they did not think that I was. I was told they would have noticed the 
signs If I was dyslexic. In fact they tried to talk me out of the fact 
that I might be dyslexic. (James) 
Again the explanations for teachers having little or no knowledge of dyslexia could 
be used here to explain their colleagues' lack of knowledge within Further 
Education. This lack of knowledge causes concern, because it suggests that 
educational success, and possibly future life opportunities, are dependent on 
con-ting into contact with an individual who happens to have knowledge of 
dyslexia. This results in others, losing out on the opportunities available to them to 
help achieve educational success. 
When exploring the respondents' experiences further, it was noticeable that some 
teachers and lecturers did display some limited knowledge of dyslexia. Only one 
respondent recalled any reference to dyslexia by his teachers: 
The first time I ever heard the word dyslexic or dyslexia was 
mentioned to me by one of my teachers at the age of 15. It was 
during my final year of my secondary education where she 
mentioned it off the top of her head in front of the whole class. 
(Daniel) 
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This response suggests that there is knowledge of dyslexia within the Compulsory 
Educational system. However, comparing this response to the lack of knowledge 
displayed by others teachers, it suggests that there is little knowledge of dyslexia 
within the Compulsory sector. Support for this claim comes from Daniel who, 
whilst having heard references to dyslexia at school, did not discover that he was 
dyslexic until after he left school. Whilst reference to dyslexia suggests knowledge 
of the disability, it is worrying the way that the reference was made. This is 
because the individual is being shown as someone different, which again may 
result in him being stigmatised by his peers. This attitude by one teacher suggests 
that there is little understanding of how dyslexia may affect the individual. Any 
knowledge of this disability is, therefore, dependent on individual teachers 
developing knowledge through their own life experiences. 
When exploring the respondents' experiences of College, it was noticeable that 
some lecturers displayed knowledge of dyslexia. Jane recalled how her lecturer 
discovered the signs of her dyslexia. 
My dyslexia was noticed in my English lectures. It was discovered 
when I handed some work in, It was the first essay that I'd ever 
written, which basically started with a capital letter and ended with 
a full stop two pages later. After my English lecturer read this essay 
she said that I was dyslexic. (Jane) 
jenny, Norman and jennet recalled similar positive experiences. 
Once they discovered I was dyslexic they always wanted to help. if 
you had a question at the end of a class they were always there to 
help you. You could go up and ask and they would give you the 
answer or they will say what is your opinion. (jenny) 
It was really good that this one lecturer tried to take an interest In 
me once I told her that I was dyslexic. It seemed that she always 
wanted to help me with my work, which really encouraged me to 
work hard at my studies. (Norman) 
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I felt a lot of my lecturers were like friends, we built up a good 
working relationship with them, once I told them that I was dyslexic. 
They were always really helpful and supportive. (Jennet) 
The value of these lecturers having knowledge of dyslexia is that it helped to 
increase the chance of the respondents achieving academic success. By providing 
the respondents with support and encouragement that they needed to carry on 
with their studies. The extent of this knowledge is highlight by dyslexic students 
being sent to the College Support Service for help, as Jane recalled. 
After my English lecturer told me that I was dyslexic she sent me 
straight away to the support services within the college for help. I 
was told that I could gain help with my studies here. (Jane) 
It seems that Further Education is more geared up to supporting the needs of non- 
traditional groups. The significance of this supportive approach is that the 
respondents will feel included and part of the educational environment. Whilst 
recognising the supportive approach of these lecturers, it is important to ask why 
these individuals, instead of teachers, have more knowledge of dyslexia. One 
explanation is that Further Education has become more attuned to supporting a 
range of non-traditional students' learning needs. This is reflected through 
lecturers being able to recognise the signs of dyslexia in students' work. Disability 
Awareness Training may have also occurred through staff development sessions, 
or staff gaining knowledge through previously coming into contact with dyslexic 
students. Alternatively, knowledge may have developed through working with 
fellow staff who have already experienced supporting this group. Furthermore, the 
provision of College Support Services may also contribute towards increasing 
knowledge of this disability. It is important to recognise that knowledge of 
dyslexia can, therefore, help to shape individuals' identity within the educational 
environment. An individual student may perceive themselves as a failure whilst at 
school, whereas there might be a change in confidence within academic ability 
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once moving onto Further Education. 
5: 2 Parental attitudes towards their child's education whilst at school 
and college 
Whilst exploring the respondent experiences of education before access they talked 
about their parental attitudes towards their education. 
5: 2: 1 Parental encouragement to gain an education 
Five of the respondents identified four areas in which their parents encouraged 
them to gain an education. Encouragement whilst at school: 
My parents encouraged me as much as possible to gain an 
education. They were always telling me that the key to getting on in 
life was going to school and getting qualifications. (Simon) 
Whilst at school, my parents would always check my homework for 
me and stuff like that before I had to hand it in the following day. 
Their attitude was really positive towards me, they were always 
pushing me to gain qualifications. (Norman) 
My mother would always encourage me whilst I was at school. She 
would try and help me as much as possible with my work. I wanted 
to try hard because I did not want to let her down whilst at school, 
so I kept on trying. (Daniel) 
Return to Education. 
When I decided to go back to College I told my mother about my 
decision to return to education to gain qualifications. She was not at 
all surprised because she had always been encouraging me to return 
to College. (Norman) 
Encouragement whilst at College. 
My mother has always been the one who has been encouraging me 
whilst I have been at College. She was always asking me have you 
done that piece of course of work? Have you started revising for your 
exams? My mother also used to tell me when [support tutor] used to 
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phone as well. (Jenny) 
And education as the key to success. 
I am really lucky because my parents see education as the means to 
achieving something with your life. If I wanted to be a doctor they 
would push and encourage me to go onto University. (Jennet) 
The respondents' parents encouraged their children because they wanted them to 
achieve success with in education. This is shown through them providing specific 
encouragement through checking homework and providing emotional support 
whilst at school and College. These various forms of encouragement could be 
interpreted as parental ambition, because they identify a good education as the key 
to a successful life. The respondents' parents have possibly come to this conclusion 
through their own life experiences and are, therefore, passing this advice onto their 
children. The respondents' parents might have been aware of their child's 
difficulties but have been unsure as to how to react or deal with them. They 
possibly hope that these various forms of support would encourage their children 
to try harder acaden-dcally. 
One overall characteristic to emerge was that the respondents' parents had no 
knowledge of dyslexia. This is hardly surprising because it is unlikely that the 
respondents' parents would have heard of the term dyslexia outside the 
educational environment. It cannot be guaranteed that they would be able to 
identify dyslexia within their children. If the respondents' parents discovered 
dyslexia it is quite likely that they would have looked towards their child's 
teachers or lecturers to help them confirm their worries. If these teachers or 
lecturers had no knowledge of dyslexia, it is questionable whether or not this 
disability would be appropriately identified. 
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5: 2: 2 Parents had problems In accepting their difficulties 
When exploring the respondents' experiences further, it was noticeable that some 
of their parents had problems in accepting their child's difficulties. It was Jane who 
mainly talked about a negative attitude being displayed by her parents, 
particularly due to her "failure" to meet paternal educational expectations. 
Basically they always thought that myself and brothers would go 
onto school to get our GCSE's, then going onto A levels, then after 
that go to University. However, because I was not doing that they 
couldn't accept it and my relationship between my parents and me 
suffered as a result. (Jane) 
One explanation provided by Jane was that her parents were too ambitious about 
their daughter's academic potential. Alternatively, the respondent's parents may 
have already experienced academic success, as Jane's brothers had progressed onto 
University, and, therefore, they expected it of her. 
The failure to meet parental expectations results in the respondent not being 
encouraged to continue with their education. Jane recalled two negative responses 
from her father. Firstly, she felt that her father "wrote her" off academically. 
I think finally in the end, because I was not meeting parental 
expectations, my father wrote me off academically. He said ' you 
probably will never do anything and you will probably never get any 
qualifications in life because you are stupid and you cannot read 
and write. (Jane) 
And secondly, Jane recalled her father telling her that she was able to undertake 
further courses. 
My father recently phoned me and asked me what I was doing with 
my life and I said I was on an access course following the A-level 
syllabus. He thought I was Joking. He said ' aren't you a bit too 
stupid for thaff (Jane) 
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These negative responses suggest that Jane's father has a very traditional view of 
education. It also shows little knowledge of the alternative educational routes to 
Higher Education such as access programmes. 
The problem with this traditional view is that it is destroying relations between the 
respondent and her parents. Yet again this negative attitude shows little 
knowledge of dyslexia, which suggests that this might be a common characteristic. 
As mentioned before, parents may have no knowledge of dyslexia because they 
have relied on their child's school to explain any difficulties. Therefore, if the 
respondents' teachers label their pupils as not academically capable, it is likely that 
parents will accept such explanations especially given the authority and power 
teachers are accorded. 
It is also necessary to consider the impact of how the respondent parents react to 
their child's educational experiences. Positive parental support, whilst maintaining 
good relations with parents, helped the respondents to develop the confidence to 
carry on with their studies, as reflected throughout the research. The consequence 
of carrying on would be that it would increase the chances of dyslexia being 
discovered. Negative parental support, whilst placing strain on the relationship 
between the respondent and parent, also probably does not help the individual to 
develop the confidence to carry on with their education leaving them undecided 
whether or not to carry on or return to education, which, in turn, would reduce the 
chances of dyslexia being discovered. 
5: 3 Student relationships whilst at school 
When exploring the respondents' experiences of education they talked about the 
relations with other students at school. Their experiences are grouped around the 
issue of school friendships. 
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Four of the respondents recalled forming positive relations with fellow pupils 
whilst at school. Jenny recalled developing friendships with a specific group of 
pupils. 
Whilst at school I always remember having my own group of friends. 
We just got on as friends do. We just did normal stuff between each 
other. I always remember spending time with them when I was at 
school and helping each other out with homework and exams. 
(Jenny) 
Norman, James and Daniel recalled similar positive experiences. 
Everyone was very tight knit in your own little units because they 
have all been together from primary school and they don't want 
break out and meet new people. I was also in my own group during 
school, where I had a brilliant time. (Norman) 
So on the rare occasion that I tried to make an effort with my 
studies, I could not because my friends kept on distracting me. In 
the end you had to go with the flow and do what everybody else was 
doing, which was doing little work and trying to annoy the teacher. 
(James) 
I used to sit next to my closest friends within my classes. When we 
came to spelling we would help each other out, which helped to 
strengthen my friendship between this individual and myself. These 
friendships were really good because it encouraged me to attend 
classes. (Daniel) 
These respondents had no problems in forming relations with their peers because 
fellow pupils perceived them as no different to themselves. This was shown 
through the respondents working together academically, or interacting together 
socially, within and outside of school. It is, therefore, important to consider why 
the respondents' peers did not view them as any different to themselves. One 
explanation is that the respondents' displayed common mistakes to those of their 
peers, such as miss spelling words, which resulted in them not standing out. This 
maybe through the respondents and their peers making common spelling 
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mistakes, or rebelling against teachers. Obviously this may lead to the suggestion 
that the respondent peers' were dyslexic themselves and it is chance again, which 
has resulted in them coming into contact with each other. Another explanation 
maybe that the respondents' teachers had not treated them negatively, so they did 
not appear different to their peers. It is also important to highlight that some of the 
respondents recalled negative relations with their peers. Tom recalled such 
encounters: 
I remember my school masters always telling me that I was stupid 
within and outside the classroom. The problem I found with this 
negative attitude is that my fellow school pupils picked up on this 
negative approach and started to label me as stupid as well, which I 
found difficult to handle. (Tom) 
Some of the respondents encountered negative relationships with their peers 
because the others were mirroring the negative attitude of their teachers. The 
attitudes of teachers, therefore appear, to have the potential to shape attitudes 
towards dyslexic people. It seems more likely that teachers will create a negative 
instead of a positive attitude towards this group, because of the lack of knowledge 
about dyslexia. These negative attitudes may result in the respondents feeling 
isolated within the educational environment. These potential feelings of isolation 
could lead to the respondents deciding to give up with their education because 
they believe that they are not capable of achieving acaden-dc success. 
5: 4 Support whilst at School and College 
Whilst exploring the respondents' experiences they talked about the support that 
they had received whilst at school and college. Their encounters are grouped 
around the issue of teachers and lecturers providing support. 
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The respondents' experiences of support whilst at school were based around extra 
spelling and "remedial" support. Daniel and Jenny recalled their experience of 
extra spelling. 
You always got extra spelling help from my teachers especially when 
I was writing work in class. This type of help really helped me 
because it gave me the confidence to write, because I always worried 
that I would spell words wrong and look stupid. (Daniel) 
For my English classes we had extra spelling tests all the time. We 
would normally have one once a week. I remember my teachers 
telling me that these spelling tests would help us to spell words. 
(Jenny) 
These teachers provided individual help with spelling, apparently because they 
viewed it as a matter of course. They may have provided this specific help because 
they identified it as the only area of difficulty within the respondents' work, where 
they could provide appropriate support. It was also noticeable that some of the 
teachers only identified spelling as the main difficulty whilst at school. 
Apart from the spelling help I never really got any one to one help 
during my time at school. Yep, I never got any special tuition whilst i 
was at school and I always wondered why no one really helped me. 
(Daniel) 
it is therefore necessary to consider why these teachers did not recognise the need 
for additional help. As already mentioned additional help may not have occurred 
because these teachers had no knowledge of dyslexia and attributed the 
respondents' difficulties to laziness. Because of this lack of knowledge these 
teachers may have had no awareness of the support services available within their 
school, or of effective interventions. Alternative explanations maybe that these 
schools did not have any support services in place to help this group. 
However, the provision of "remedial" education could explain why the 
respondents' teachers had little knowledge of dyslexia. It seems from the 
150 
respondent that an individual would be placed in "remedial" education if they 
displayed any difficulties, as James recalled. 
I felt that when we displayed any difficulties at school you were 
automatically disposed of and placed within remedial education. I 
remember once you were placed in remedial education you were 
forgotten about. (James) 
Remedial support, therefore, seems to be a place where problem children are 
"dumped" together. These "problem" children were probably individuals who did 
not meet academic expectations. Alternatively, students were placed in remedial 
education because teachers felt that they were unable to learn within the 
mainstream environment. 
This form of support was possibly viewed as the opportunity to provide these 
individuals with the one-to-one help that would enable them to re-enter 
mainstream education at a later date. Whilst the principle behind remedial support 
seems ideal, in reality a less positive picture was created, as Jane recalled: 
When I received remedial support I was taken out of normal lessons 
and got put Into classes with a special teacher. I always remember 
being told that this teacher was for the slow and stupid pupil. (Jane) 
The problem with these individuals receiving "remedial" support is that they are 
then viewed as someone different from their peers. This feeling of difference is 
reinforced through the respondents being taken out of the main classroom and 
taught elsewhere. The consequence of this educational experience results in the 
respondents being labelled as "not academically capable" by their peers. This may 
lead to feelings of low confidence in academic abilities, resulting in the 
respondents wishing to leave the educational environment because they did not 
want to experience continual labelling. 
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It is also noticeable that the respondents felt that they had lost friends whilst 
receiving remedial support. Jane remembered how she lost friends: 
Once I started receiving remedial support I felt things started to 
change whilst I was at school. One change for the worst was me 
losing friends and fellow school children not wanting to be my friend. 
(Jane) 
The loss of friends probably occurred because fellow students did not want to be 
stigmatised for being associated with individuals who where perceived as not 
being academically capable. These students probably did not maintain or form 
friendships with the respondents because of the concern that they might be 
labelled as not academically capable as well. Alternatively, they may have been 
told that they could not form relationships with these respondents by their parents, 
because of the concern that these individuals would "lead [their] children astray. " 
The consequence of this action is that a divide occurs between those who are, and 
are not, receiving remedial support. 
The students who are receiving remedial support could, therefore, be viewed as 
part of an educational underclass. 
When myself and my fellow students came together for our remedial 
classes it was like an under class. We would resent everything that 
the remedial teacher would try and teach us and at every 
opportunity try to resist It. (James) 
The respondents reacted negatively against remedial support because they felt that 
it was not helping them. Maybe these individuals were not interested in remedial 
support because they felt that it was too general and did not address their 
individual needs as James recalled: 
The material that we were being taught during remedial support was 
very basic. it was basically lower level stuff, like if you were 13 they 
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would give you stuff for 8 year olds. It was just so basic, which 
resulted in me switching off. (James) 
This lack of appropriate support suggests that there is little understanding of the 
needs of these respondents. Remedial education, therefore, seemed to be simply a 
place to relocate children whom teachers found difficult to teach within the 
mainstream educational environment, and not truly an opportunity to remedy any 
difficulfies. 
When exploring the respondents' experiences of support further they recalled their 
encounters of help whilst at College. The respondents mainly recalled their 
lecturers providing support. Jane recalled how her English teacher helped her: 
My English lecturer has taught me everything I know. She has 
taught me punctuation skills. How to use capital letters. How to 
have a nice style of writing and how to organise and basically read 
up on my work. (Jane) 
jenny recalled a similar experience. 
I would always have problems with Maths but the teacher at this 
College would always be there to support me. She would help me 
through extra lessons because she could see that it was a problem. 
She would always try and help me, which was really good. (Jenny) 
These lecturers probably offered support because they were aware of the different 
needs of individuals entering Further Education. It was possibly felt that a 
personal approach would encourage the respondents to seek support if they 
needed it. This approach probably helped the respondents to feel more included 
within the educational environment, therefore, no different to their peers. One 
explanation for this positive approach is that lecturers have a greater awareness of 
the learning needs of non-traditional groups than teachers, which may have 
occurred through disability awareness sessions or prior academic experience. 
However, when exploring the respondents' experiences of Further Education it 
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was noticeable that some lecturers displayed no support. Norman recalled being 
taunted by one lecturer, for using his dictaphone, in front of the whole class. 
I always remember when I used the dictaphone within the class that 
the lecturer put me In an awkward situation. She would use it as a 
stick to taunt the whole of the class. In the end I would just stop 
using It and things would go on as normal. (Norman) 
Inexcusable behaviour by this one lecturer suggests that she had little 
understanding of the needs of dyslexic students. When Norman's experience of 
support is explored further, it seems that this lack of understanding was a common 
characteristic displayed by other lecturers. 
I remember all my lecturers using the dictaphone as an instrument 
of torture when I was in their classes. They kept on picking it up and 
playing back the tape to the whole class which everyone found very 
embarrassing. I remember fellow students asking me whether I 
would be using my dictaphone. (Norman) 
The lack of understanding of the learning needs helps this individual to stand out 
and feel different to their peers. One explanation for these lecturers' actions was 
that they had no understanding of the needs of the dyslexic student, therefore, they 
cannot understand why Norman used a dictaphone to record his lectures. The 
possible impact on the student was that they n-dght "think twice" about seeking 
support from their lecturers, because they would be concerned that similar 
encounters would occur. This results in the respondents losing out, because 
without this support they are unable to achieve their full potential. 
When exploring the respondents' experiences of the support available at their 
selected Institution they recalled mixed encounters. Norman recalled about how he 
decided on one College because of the support that he was offered: 
I remember the College telling me that if I attended there that they 
would give me a computer and Support Tutor as well as extra time 
in exams. This help really attracted me to the College. In the end the 
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only thing that I had was extra time In exams. (Norman) 
This promise of support is important, because it is increasing the chances of the 
individual achieving academic success. He also recalled explanations when the 
promised support did not appear. 
I went to the Special Needs Co-ordinator and she would say Ve are 
getting people sorted out at the moment, we are on a very tight 
budget I am just trying to sort it out. ' That is what I got all the time. 
(Norman) 
The explanation from this member of staff is wholly unacceptable, because this 
individual has had his expectations raised unfairly. However, it needs to be 
considered why this member of staff made such promises about support, but in 
reality was unable to live up to them. One explanation maybe that this College 
received additional funds for enrolling dyslexic students on their programmes, but 
could not provide the support straight away because of the time taken to access 
funding and to put in place the necessary help. Another explanation could be that 
the College could not actually obtain the funds to provide any support. It is likely 
that this respondent possibly thought that similar experiences to school were being 
repeated, which may have resulted in them questioning the point of furthering 
their education. It also suggests that a tokenistic approach to supporting dyslexic 
students was being used because they are unable to provide appropriate help. 
A more positive experience of support occurred with one respondent at another 
College. Jane recalled about being referred to the Learning Centre for support. 
I was offered the opportunity to go to the Learning Centre if I needed 
any help with my work. I was told that I could see various tutors at 
the Centre as well. This help was really helpful because I could hand 
work Into them to look at before handing It to my tutor. (Jane) 
The availability of a Support Unit at this College suggests recognition of the 
learning needs of the students enrolled on its various programmes. The 
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significance of this support was that it possibly helped to create a feeling of 
inclusion for the respondents, by suggesting recognition of their needs within the 
educational environment. The availability of this Support Unit may also encourage 
students to seek help with their difficulties, which in turn could lead to the 
discovery of dyslexia as an explanation for their problems. The significance of 
these Units is that they help to raise and maintain understanding of the needs of 
non-traditional learners, such as dyslexics, with lecturers. At a broader level, the 
recognition of the needs of these students within the educational environment may 
help to challenge the oppression disabled people face through helping to create a 
more inclusive society. 
5: 5 Discussion 
A substantive explanation for the respondents' experiences of education before 
access is that many academics (teachers & lecturers) do not have any knowledge of 
dyslexia. It is the lack of knowledge that academics have of dyslexia and the way 
in which it can affect the individual that appears to influence the respondents' 
experiences of school and College. 
In recognising that the students' experience can be influenced by academics' 
knowledge of dyslexia, there is an acknowledgement that these professionals are in 
a powerful position. These individuals are able to contribute towards shaping 
expectations of the individual student and how parents, fan-dly and peers viewed 
the respondents' educational performance. 
Academics (teachers & lecturers) have the potential to shape attitudes towards 
dyslexia, which has already been shown through academics having the potential to 
instil. either a positive or negative educational identity in the individual student. 
The significance of a student coming into contact with an academic who has 
knowledge of dyslexia is that it is then more likely that they will receive 
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institutional support to help them with their studies. Through staff or institutional 
support, or a combination of both, the chances a dyslexic student being able to 
develop a more positive educational identity are increased, which, in turn, 
increases the chances of achieving qualifications. Alternatively, if a dyslexic 
student does not come into contact with a knowledgeable academic, it is likely that 
they will receive no support with their studies which increases their chances of 
educational failure. Staff experience of dyslexia and how it affects the individual 
therefore plays, an important role in determining whether or not a dyslexic student 
is encouraged to carry on with their education. 
Academics are in a powerful position because they, along with Educational 
Psychologists, are the individuals who may provide an assessment of a child's 
acaden-dc abilities. The impact of academics in shaping parental attitudes is that 
they can influence the relationship between the child and their parents either 
positively or negatively. The positive effect is that when dyslexia is discovered it 
can result in the individual student's parents realising that their child can achieve 
acaden-dc success. Through academics and parents working together to provide 
academic and emotional support, an enabling environment is created which 
increases the chance of dyslexic students being able to achieve academic success. 
The negative effect, as already shown by Jane, is that there is a breakdown in 
relations between the individual and their parents which results in a feeling of 
exclusion from the farrdly as well as from school friends. 
Moving onto the respondents' peers, it is also noticeable here that academics have 
the potential to shape the perceptions of dyslexia. This is shown through Tom 
remembering how his fellow students mirrored the negative attitude of his 
teachers. It is, therefore, likely that the images teachers present are adopted by the 
respondents and their peers because they are reflected in the wider representation 
of disability within the media. Academics, therefore, have the potential to 
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influence, creating either a socially divided or an inclusive society, by reinforcing 
or challenging traditional attitudes towards dyslexia and, at a more general level, 
to disabled people as a whole. 
A formal explanation for the dyslexic's student experience is that dyslexia is 
potentially not recognised within schools or Colleges, because of a range of factors 
such as inappropriate or limited institutional support available to this group. 
Turning to school, there was inappropriate institutional support available to 
dyslexic students within this sector. The only help available was the provision of 
, #j remedial" support, which aimed to be a forum wherein all students who were 
struggling within mainstream education could pick up on the skills that they were 
lacking. The problem with the support provision in Compulsory Education occurs 
at two levels. Firstly dyslexic students are taken out of the mainstream educational 
environment. Secondly, the support provision in Compulsory Education was 
apparently being used more as a dumping ground for problem students, as 
reflected within the research. One explanation why there is limited or 
inappropriate support is because there has been a continual debate over whether 
dyslexia exists within society. Portsmouth and Caswell (1988) reflect this position 
through suggesting that dyslexia was viewed more as occurring in the imagination 
of middle-class parents than a genuine difficulty. A similar picture was discovered 
by Miles and Miles (1990) where they discovered .1 lack of recognition by 
educationalists of dyslexia and the unwillingness to provide assessment for 
support through Statementing. 
The first barrier that the "remedial" support provision in Compulsory Education 
creates is a feeling of difference between dyslexics and their non-disabled peers. 
This feeling of difference was illustrated through Jane recalling how she felt when 
receiving such help. Instead of trying to foster an inclusive environment the 
158 
support provision within Compulsory Education is creating a divided educational 
sector between those who need and do not need help with their studies. The 
problem with this division is that it can encourage a negative attitude towards 
students, such as dyslexics, who are receiving support. This can result in this 
group being perceived as not academically capable because of the additional 
support they are receiving with their studies. 
The problem with this negative attitude is that it could be transn-dtted to the 
outside world, which could lead to dyslexics being perceived as being unable to 
undertake certain tasks, such as the ability to write reports. The difficulty here is 
that dyslexic people can feel they are marginalised within society. 
The second barrier, which the dyslexic respondents had to face, is that the 
"'remedial" support provision was used more as a dumping ground for all problem 
students. The problem here is dyslexics are not able to receive the appropriate 
support because the need of the whole group are too diverse to be met. The impact 
of inappropriate support is that dyslexic students may question the point of 
available help. This may result in the individual "playing up" during their 
sessions, or non-attendance, which leads to the student being categorised as 
"disruptive. " The effect of this approach is that the individual dyslexic is unable to 
achieve the acaden-dc success they are capable of achieving, because of the 
inappropriate nature of the support that they have received whilst at school. The 
consequence of being placed within the support provision available in Compulsory 
Education is that the individual student will be categorised as an educational 
failure unless they can move out from such an environment. 
A more general explanation for the respondents encountering inappropriate 
support is because of the introduction of "market principles" into Compulsory 
Education through the introduction of the National Curriculum via the Education 
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Reform Act 1988. Taking into consideration the introduction of market principles, 
the introduction of testing and league tables, the educational opportunities 
available to dyslexic and other disabled students would be restricted because they 
are perceived as requiring "too much" support. As highlighted by Barnes et al 
(1999): 
In a climate of 'league tables' of performance, schools will be 
reluctant to take pupils thought likely to take up extra resources 
and lower exam results, and the stigmatisation of disabled children 
may well be exacerbated. (p. 108). 
The problem facing dyslexic students is that they may not have had their disability 
recognised or support provided because they are perceived as not cost effective 
students to teach within Compulsory Education. This helps to enforce the feelings 
of difference because both groups perceive each other as different which helps to 
develop the negative images disabled people face within society. 
Moving on to Further Education, there is limited institutional support available to 
dyslexic students. Limited support occurs because some institutions seem to be 
more prepared to meet the needs of dyslexics than others. This is reflected through 
Jane recalling the support service available at the College where she was studying 
at. In contrast, Daniel attended a college which did not provide the support he was 
originally promised. One barrier facing dyslexic students is, therefore, in the ability 
to select a college that is able to provide appropriate support. In determining the 
right College dyslexic students seem to be in a good position because they are able 
to establish what support is available through the Disability Statements which 
Colleges are asked to produce through the Disability Discrimination Act (1995). 
However, it was noticeable throughout the research that none of the students 
made any reference to these Disability Statements. 
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Respondents such as Jane encountered an improved experience at College, such as 
the discovery of dyslexia, because Further unlike Compulsory Education is more 
responsive to individual need. As reflected through Bird et al (1994): 
The staff [in FE] are accessible ... they're not locked away ... there are 
plenty of people you can get access to. (p. 42). 
The respondents encountered an improved experience of education whilst at 
College because staff are more accessible in providing support and advice when 
accessing their selected programme. More specific developments that could have 
contributed towards the respondents having an improved experience whilst at 
College include these individuals were benefiting from the increased awareness of 
disability issues such as dyslexia through reports such as the Ton-dinson Inquiry 
(FEFC, 1996). Combining the increased awareness of the needs of disabled students 
through reports such as Tomlinson and the willingness of Further Educational staff 
to provide support, it is not surprising that some of the respondents received help. 
In exploring why there is limited knowledge of dyslexia at schools and Colleges, it 
is important to link the Substantive and Formal theories together, into a more 
general explanation. A Cumulative explanation is that the limited knowledge of 
dyslexia within society is a result of the hidden nature of this disability. The 
"inability" to spot dyslexia, unless you have experience at a personal or 
professional level, could explain why there is limited knowledge of this disability. 
This could possibly be the case because dyslexia is not perceived as a recognised 
disability throughout society. This is because traditional attitudes towards 
disability are more represented as visible, instead of a hidden nature which is 
reflected through films such as the 'Born on the Fourth of July' (1989) which 
represent disabled people as superhuman individuals, overcoming immense 
personal tragedy. 
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It is possibly the hidden nature of dyslexia which results in knowledge of this 
disability being gained through chance more than any other mode of discovery, 
resulting in uncertainty over whether or not this group would have a positive or 
negative experience of education and the wider society. 
On the whole the dyslexic respondents had mixed experiences of school and 
College. The main reason why is because of the limited knowledge of dyslexia 
between academics and the inappropriate or limited support provision available to 
this group. It is important to be aware that the respondents may have encountered 
inappropriate or limited support because the additional needs of disabled students 
were only starting to be recognised within mainstream education. The problem 
with these negative experiences is that dyslexic students will not be able to achieve 
the academic success of which they are capable, which potentially results in this 
group either giving up or dropping out of education. Because of these earlier 
negative encounters it is likely that respondents will not want to return to 
education for fear of a repeat of such encounters. However, if they do, there is the 
responsibility on educational providers to show that similar negative experiences 
would not be repeated in their return to education. 
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Chapter 6 "Access was a way to better things, a new 
start. " 
Experiences of starting access 
6: 1 Discovery of access 
All of the respondents identified different ways in which they became aware of 
access. A friend recommended access. 
A friend recommended access. He had found out about this course 
somehow. I remember him doing the access course last year. He told 
me about finding out about it through the college prospectus. (Tom) 
I heard about an access course from a friend who had completed 
the access course last year. She said It was brilliant because it got 
her used to studying again and got her into university. (Jane) 
Aware of access through publicity materials. 
I discovered access through publicity at various places, but again 
they didn't specify that there was a difference between access to 
Further Education and access to Higher Education. They didn't say 
in any of the publicity what the difference was. (Simon) 
I found the access course through the local college prospectus. The 
regional college is the main area for education. I just remember 
going into the college one day and being asked about courses and I 
was given material on access. (Daniel) 
Assumed colleges ran access courses. 
I think a friend went to one a very long time ago. They seemed like 
colleges who do A level's. I assumed colleges did access courses. I 
don't know if that is the case. I am not sure, but I guess they do. 
(James) 
Aware of access through mother. 
My mother told me about access. It was purely word of mouth. I 
think she found out about it when she was enrolled at the college, 
which she had a really good time at. (Norman) 
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Personal knowledge of access. 
I have heard the term access mentioned as far as general 
conversation. I was quite ignorant to what exactly was involved. It 
made more sense when my mum told me that access courses were 
available at college. (Daniel) 
These explanations suggest that there is no specific way in which the respondents 
discovered access. A closer examination shows that it is more by chance, such as 
word of mouth, which would be a recommendation from a parent, relative, partner 
or friend, than by any official route (such as college publicity) that the respondents 
find out about access. It is important to investigate what this form of informal 
discovery means for adults considering this programme as a mode of study. For a 
person, who encountered difficulties previously with their education, a personal 
recommendation could be crucial because it may determine whether or not the 
individual decides to proceed with their education. Also, a positive or negative 
experience reported by a friend may determine whether or not the individual 
declares their disability which may determine whether or not dyslexia is 
discovered. One possible explanation as to why it was more common for these 
respondents to discover access through word of mouth is that College publicity was 
limited. This view is supported with Simon's recollection of access publicity not 
clearly distinguishing between access programmes to Further and Higher 
Education. The participating colleges did not rely on literature to promote access 
because these Institutions relied on word of mouth. This was the case with College 
A, that invited previous students back to talk about their experiences of access to 
new students. The value of this approach is that it can help to provide a realistic 
picture of the course and College, therefore reinforcing or challenging any 
preconceived views that prospective or new students may have about their return 
to education. Alternatively, Colleges of Further Education may think that they do 
not need to promote their access courses because they are not in direct competition 
164 
with other Institutions for adults who wish to return to education usually have to 
attend their local college. This idea is reinforced when looking at the respondents' 
financial experiences on access - they looked for the nearest College rather than 
shopping around. 
6: 2 Nervous about starting access 
Three of the respondents talked about feeling nervous about their return to 
education. 
I felt uncertain about going back to College, but I found the relations 
with staff quite positive. It has been more of a struggle than I thought 
it would have been. (James) 
What didn't I feel? Nervous - just not quite knowing about the course 
and not knowing how it works. (Tom) 
I felt really nervous, it was like in some respects a dream coming 
true. At the same time it was still a dream, it didn't feel real it felt as 
if I wasn't living in reality. It was like I wanted desperately to do it 
but thought that academically I would never achieve it. I thought I 
couldn't do It and that I was just going along to see it and go along 
for a laugh. (Jane) 
jenny was nervous about her return to education because it reminded her of 
school: 
Like going back to school, it used to be quite funny. It was really 
strange going back Into studying again, sitting down and reading a 
book. I enjoyed It, but to begin with It was really strange like your 
first day at school. I hated school but I like going to College. (Jenny) 
Simon was worried about his return to education. 
Very apprehensive. But I thought it is now or never. There are not 
that many years left. Initially I was very apprehensive but the first 
few weeks were the worst worrying about actually what was expected 
of me and then the written work and later the Maths. (Simon) 
165 
There are numerous reasons why the respondents felt nervous about their return 
to education. When their experiences were explored further the respondents 
expanded on why they felt apprehensive about their return to the educational 
environment and provided specific reasons for their fears and concerns. One was 
the uncertainty over whether they were academically capable. 
I wasn't sure, being as I had somebody I knew [support tutor], I 
thought, well I have got somebody I can talk to which is important, I 
think, and the fact that she has a more academic background. 
(Simon) 
Tom and Daniel reinforce this view. 
You are so aware of what your limitations are and capabilities are 
that every time you sit down and readdress another assignment you 
know that It is going to be challenging. You know perhaps how much 
more work there is for you to achieve, perhaps compared to other 
students, but you also know that you are quite capable of doing it. 
(Daniel) 
I think It was because I thought I was brighter than I was. I am not 
and it was interesting to see that I won't be an academic type 
whatsoever. The only thing I will Is to get two degrees through 
necessity rather than choice. (Tom) 
Tom recalled being uncertain about what was required as one of the reasons why 
he felt nervous about starting access: 
Apprehension, not quite knowing what to do and how the student 
life is, when to be in College and when not to be in and what you 
were allowed to do. As you change career and as you change life not 
quite knowing what to do and how much to do and when to do it. 
Even though you are told you don't quite know. (Tom) 
He also recalled a concern over whether access would get him into University. 
We were frightened. For instance, a couple of girls, who came back 
from last year's course, said 'you are wasting your time in doing it 
because nobody let us into university. ' (Tom) 
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There are many reasons, which are possibly interlinked, that resulted in these 
respondents feeling nervous about their return to education, these are mainly 
based around the concern that the poor experiences encountered previously within 
their education would be repeated. The implication of these prior educational 
encounters was that the respondents had low confidence in their own academic 
abflities. Therefore, they are possibly concerned that when they re-entered the 
educational environment, through access, those poor experiences would be 
repeated. These feelings of anxiety are compounded because of the additional 
pressure, such as financial constraints, that the respondents were under when they 
started access. This is shown with Daniel, Simon and James displaying constant 
concern that their benefits would be cut by the Benefits Agency. These feelings of 
anxiety are compounded because they realise this is their second chance and 
possibly the last opportunity that they will have to achieve any academic success 
in their lives. 
After the respondents started access they felt less nervous about their return to 
education. Simon recalled how his concerns had gone after he started the course. 
So, I have actually enjoyed most of my time here. Its just the initial 
apprehension and the first couple of weeks but after a month I 
settled down quite easily. (Simon) 
jenny talked about sirnilar feelings. 
Only a couple of weeks really until you have got yourself Into a 
routine of what you were doing. It was only a couple of weeks and it 
was all right afterwards, it wasn't such a problem. (Jenny) 
These respondents' educational experiences improved when they started access 
because they realised those previous bad encounters and concerns would not 
occur. This is shown, with the respondents encountering positive relations with 
their peers. There are many reasons why the respondents had a much-improved 
experience after they started access. One of the reasons provided by the 
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respondents was that they have grown up, which has altered their perception of 
education. Whilst they were children they perceived school as something that they 
had to attend, which they resented for various reasons as shown in the respondent 
experiences of education before access. However, on their return to education they 
are faced with the reality of having to achieve some academic success if they are to 
move forward in their lives, which is shown later in this chapter. Alternatively, 
their lecturers are possibly treating them as adults, therefore, more as equals which 
may contribute towards a more positive experience. It is suggested here, and 
earlier, that it is the anticipation of what to expect that caused the apprehension 
with the respondents. It is only when they started their course that they realised 
that they could have a much more positive experience of education, possibly a 
fresh start. When marketing access, it is necessary to tackle the concerns that 
disabled and non-disabled students have through various media, such as 
prospectuses, radio and leaflets, which may lead to them overcon-dng their 
difficulties. 
6: 3 Family attitudes towards access 
6: 3: 1 Parents are supportive 
Nearly all the respondents said their parents displayed a supportive attitude 
towards them starting access. According to the respondents some of their parents 
displayed a supportive attitude at various stages of their access experience. Some of 
the respondents said their parents encouraged their children to attend from the 
start. 
My parents were all for it, even my auntie an ex English teacher she 
was all for it. My flancte was and wasn't. He was quite pleased for 
me to go and better myself, but when it came to doing more and 
more study and spend more and more time in a Library or at home 
in silence, he didn't like that. (Jenny) 
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Parental support in particular my mother gave me the strength to 
make the decision to leave full-time employment, and return to 
education through programmes such as access to improve my life 
opportunities. (Daniel) 
My cousin, who acted as surrogate parents after my real parents had 
died was very enthusiastic about all education, she enjoys it very 
much. She is always trying to encourage me to do anything in the 
education world. Unfortunately she is very busy. (Simon) 
Parental support can, therefore, act as a key to whether or not the respondents 
decided to re-enter the educational environment. The positive encouragement as 
reflected within the research provided the respondents with the confidence that 
they needed to make the jump from employment to education. It is noticeable that 
an individual, whether or not they are disabled, views it as a gamble to re-enter 
education because they are often giving up the security of full-time employment. 
This feeling of insecurity could be a reason why they looked to their family for 
reassurance that they were making the right decision. 
As the course progressed the respondents also recalled members of their family, 
who previously were not supportive, having a change in attitude. Tom recalled 
how his father had become more pleased that he undertook access as it neared 
completion. 
My father is reasonably thrilled in his own way. I think in some 
respects he would have liked to do more educationally but he came 
from the wrong end of town. (Tom) 
James recalled how his family had become progressively supportive. 
My family are becoming more interested and more understanding 
why I am doing access, but I don't think they understand what I 
want to achieve from it and why. (James) 
Maybe these respondents families are becoming more supportive because they are 
starting to understand the importance of education within determining life and 
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career opportunities available to the individual within society. Perhaps because of 
their own life experiences, these were mentioned by the participants at various 
stages of the study. 
These individuals are progressively realising the shift in emphasis to qualifications 
instead of work experience, which valued by their own parents as the key towards 
success within society. This occurred through the respondent parents discovering 
that they cannot gain jobs because of lack of qualifications. As parents realise this 
shift in emphasis from their own experiences they begin to realise that it is 
important to provide support and encouragement. James supports this view, when 
he provided a reason why his family had become more interested. 
I think it is mainly because they have not actually been involved in 
furthering their education themselves so there is not any background 
knowledge or experience of It. I think my parents have after their own 
experiences reallsed qualifications are the key to success within 
society. (James) 
The support of parents plays an important role in encouraging the individual to 
return to education and, just as importantly, encourage the individual to continue 
with their studies, which will hopefully lead to acaden-Lic success. 
6: 3: 2 Negative family reactions 
When exploring the respondent experiences they talked about their families 
displaying a negative reaction towards them starting access. 
It was all my family, they had a very negative attitude but I kind of 
chose to ignore them and do what I wanted to do for once. (Jane) 
And more specifically Jane recalled how her sister thought access was too much for 
her. 
I think the biggest let down of all was my eldest sister because she 
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normally does support me in most things. Whatever I did she would 
normally support me but she didn't like the idea of me going to 
university. She kept saying perhaps you won't cope with it and she 
came out with a lot of negative responses. So I think I was more 
upset with her than I was with my parents. (Jane) 
Tom recalled a similar family response. 
Yes It would be nice to get a bit of encouragement from family but we 
don't have much to do with them. I think they do not want to give it 
because they are admitting that they are wrong. (Tom) 
His grandmother echoed a similar negative attitude. 
You do not need to go to school. By the age of 16 you should be 
working like real men do getting jobs and having babies. So we just 
smile to ourselves and try to ignore the comments, which are very 
funny sometimes In her broken English. (Tom) 
These respondents experienced negative attitudes because their families did not 
recognise the value of attending College to further their career. As mentioned 
before, one explanation, especially for Tom, is that his family placed more of an 
emphasis on working instead of education. This is perhaps the respondents 
brothers and sisters are mirroring the reaction of their parents, in adopting the 
view that you do need to progress onto College and University to improve your 
career opportunities. Norman supports this view when he recalled how his 
stepfather reacted when he wanted to further his education. 
My step dad wasn't really Impressed about it to tell you the truth. 
My mum was trying to suggest that I should do something to better 
myself. My step dad said that if you are going to further your 
education you will have to support yourself through working and 
studying through apprenticeships. (Norman) 
The financial cost of supporting the respondents whilst at college, which their 
parents may have to provide, could have resulted in feelings of resentment. 
instead of supporting their children financially, their parents look to day release 
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schemes or apprenticeships as an opportunity to advance their career. It is likely 
these opportunities were favoured by the respondents' families, such as Norman's, 
because they were more the accepted norm when progressing through their 
education as a youth. Alternatively, the lack of fan-dly support is based around the 
respondent relatives not being aware of the various educational opportunities 
available, or simply not being able to afford the support cost. 
6: 4 Reasons for undertaking access 
6: 4: 1 Access suited their needs 
Nearly all the respondents identified access as a programme of study that suited 
their needs. They identified four areas in which access specifically suited them. 
Could get to university without doing A Levels. 
All I knew was that if I did an access course you didn't have to get A 
levels to get to university. So I was Just looking one day through the 
college prospectus and saw it there and thought brilliant. (Jane) 
Access suited mature students. 
I was attracted to access because it is specifically designed for those 
who are over the age of 21, who perhaps didn't get any formal 
qualifications and are A Level standard. (Tom) 
I started the course because it was aimed at mature people, who had 
gone out and done things with their lives. It suited me because it 
offered a chance to return to education. (Norman) 
It was the fact it was designed to fit around people with other things 
in life to do, like children and a house to keep up and work. It fits in 
with everything. It is very flexible and yet you still have the discipline 
and you still have certain deadline dates that you had to put essays 
and things in for. (Jenny) 
Able to undertake additional qualifications. 
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You have got the option to sit the A level exams. You can go and just 
sit the exams to see how you would have done like sitting on AS 
levels. So you have the chance to come out with more than just your 
access qualification. (Tom) 
The best qualification available. 
Access was the best qualification because it offered the subjects I 
wanted to study, and It allowed me to leave full-time employment 
and re-enter education straight away. (Daniel) 
Simon thought access was the best qualification because it was the quickest one he 
could obtain. 
If I did A Levels you are talking about it taking me at least 2 years because I would do my best to take one subject on its own. However, 
with access I was aware that I would take one year and I thought it 
was the best option for me. (Simon) 
These respondent experiences suggest there are many reasons why these 
individuals, and others, decided to undertake this programme of study. However, 
with three of the respondents stating that they were attracted to access because it 
was designed for mature students, suggests that this is an influencing factor when 
deciding to return to education. Who the course is aimed at was one of the 
priorities for these respondents, because they felt that it allowed them to maintain 
their outside responsibilities, such as employment or family. The other reasons that 
the respondents have identified, such as the ability to undertake additional 
qualifications, became more prominent after the respondents had adjusted to their 
return to education. When deciding on which course, it seems that the respondents 
invested a lot of time and effort establishing which programme of study would 
suit their immediate needs and help them to realise their goals. 
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6: 4: 2 Access was a way to better themselves 
The respondents identified access as a way to better themselves and gave this as 
one reason why they undertook the course. Jane felt undertaking access would help 
her to become a Social Worker. 
I looked at the College prospectus and it had an access course in 
Social Work, which I thought was brilliant, so I went along to the 
College and talked to them. (Jane) 
jenny felt that through access he could become a veterinary nurse. 
I started access because I wanted to get a good education that would 
allow me to change my career and get another job. I wanted to go 
and become a Veterinary Nurse. (Jenny) 
Tom felt this programme of study would help him to become a priest. 
I am a slightly more practical person. If I need to do access then two 
degrees, I will do it if it will get me into the church. I just realised 
that if I wanted a professional career I needed qualifications. (Tom) 
Norman, Daniel and Simon had no specific career in mind, but they still felt access 
would improve their life opportunities. 
I wanted to do something better which would help me to push 
myselL I just wanted to get my head working again as opposed to 
sitting down and letting it all go to waste. (Norman) 
A change in career. I was dissatisfied in the careers that I had been 
Involved in and most of them were dead end jobs. Most of them 
required a huge amount of effort and time and there was so much 
emphasis on overtime. (Daniel) 
I have never done any skilled work. Never done anything like office 
work, white collar work. Access was an opportunity to improve my 
own career opportunities. (Simon) 
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These respondents identified access as a chance to improve their life opportunities 
by providing them with the route to obtain a new career. To achieve this change in 
career the majority of the respondents realised that they would probably have to 
go to University. 
The thing I wanted to do could only come about by me going to 
University and getting a degree. Otherwise you can't go and work as 
a Veterinary Nurse without the right qualifications. So it possibly 
was to make up for my failings at school. (Jenny) 
Jane also realised that she would also have to go to University if she wanted to 
become a Social Worker. 
I need to get to University if I want to go into Social Work, which I 
still very much want to do. It was an opportunity for a career 
change. It's been great because I am learning new things all the 
time. (Jane) 
irrespective of what career the respondent decided on, it is evident that they all 
identified access as the best opportunity that would lead them towards a new life. 
6: 4: 3 Access was appealing 
Another reason why the respondents undertook access was because they found it 
appealing, as it was flexible and well structured. The participants identified three 
areas in which they felt the course was flexible. 
Able to attend various classes. 
If you couldn't fit one English group with something else or if it 
overlapped with an access subject there was always another English 
group that you could attend. So the timetable was pretty good. 
(Jane) 
Flexible hand-in dates. 
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They give you plenty of scope and a fair amount of freedom, they are 
pretty flexible because deadlines are set and they come and go but 
you have finally got one set deadline now before Easter. (Simon) 
Varied course material. 
The fact that it was very varied, it wasn't Just drawing and painting. 
As much as I love it, I wanted to see how other things were 
undertaken, such as sculpture, which I had thought about in the 
past. It is the variety I like about this course. (Simon) 
These respondents found access flexible because it met their individual needs, 
which are clearly diverse. This flexibility allowed the participants to gain the most 
from their return to the educational environment, such as undertaking new 
subjects and additional qualifications as well as meeting their outside 
commitments. The significance of this approach is that it may help to develop self- 
confidence to the extent that the respondents feels no different to their non- 
disabled peers, which may encourage them to stay and progress with their 
education. 
The respondents also identified the structure of access as another appealing factor. 
These individuals talked about five areas in which they found it well structured. 
Assessment after each module. 
After each block you are given an assignment to do, either an essay 
or an exam. It Is ok because this way you know you have just got to 
read up on or to that part and you have got to just know everything 
about It, Instead of trying to learn everything. (Jenny) 
Emphasis on coursework made access manageable. 
Doing coursework has taken a lot more weight off my shoulders, as 
the pressure would have been on me to do well in the exams. Instead 
you have got marks In the bag before you even start and if you do 
well on your course work there is very little pressure at all. (Norman) 
176 
Able to undertake additional qualifications. 
It Is a great appeal. You can do this and something else as opposed 
to just GCSE's or 3A levels. It Is great because you can do what you 
really have to do and then what you want to do and something else. I 
did a GCSE in IT and something else just because it was something 
that I wanted to do. Doing this doesn't detract in any way from your 
other lessons. (Norman) 
It Is a good course to do because you are running alongside the A 
level students, so you can sit your A level exams. If your grades are 
good enough you are able to get into University and failing that you 
can fall back onto your access certificate. You have got two options, 
two ways to get to University. (Jane) 
Do not have to be at College all week. 
It Is certainly been easy for me In structuring my week. We attend 
this access course 3 days a week as in a full day Tuesday, Thursday 
and a Friday morning and key skills Friday afternoon. So It has 
made it viable for me to do this course because it's scattered over 14 
hours, 2.5 -3 days. (Daniel) 
Prepares you for University. 
The modular structure of access has helped to prepare me for the 
University system where you are assessed as you go along, instead 
of mounting up the knowledge keeping It In your head and 
cramming it in at the last moment and spurting it out in an exam. 
(Tom) 
These respondents identified very different reasons why they thought access was 
well structured, which again suggests they are selecting their respective course 
because they are directly tailored to their needs. Also, these differences show that 
the respondents wanted different things from their respective access programmes - 
Jane and Norman liked the structure because it allowed them to undertake 
additional qualifications, whilst Tom viewed access as a preparation for Higher 
Education. This suggests that programmes of study have to be flexible and well 
structured if they are to meet the needs of students. 
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6: 4: 4 Locality of College helped in the discovery of access 
Nearly all the respondents recalled the locality of each participating college as one 
of the ways in which they discovered access. 
It was easier, easier for me to get to. I mean, It is so easy 15 minutes 
at the most. Across the A5, through [town] and then I am here. 
(Jenny) 
It's like location. It wasn't too far, but it Is important to be apart from 
the local area. (James) 
Local. Regional, I am within 5 miles. Access is 15 minutes by 
vehicle. Cost minimal, just travelling expenses. (Daniel) 
Local no other reason than the fact that it is local. (Tom) 
The locality of a college was important to the respondents because it helped them 
to meet their other commitments. It is likely, that when these individuals started 
access they would have more responsibilities than younger students, such as 
running a household. Locality would also help the respondents to keep financial 
costs down to a minimum, which is understandable, because all the participants 
supported themselves financially or relied on State benefits. If anything the 
responsibility and commitment placed on these respondents when they enrol on 
access is a lot greater than fellow students enrolled on other courses. This is because 
they have often left employment on the gamble that they can improve life 
opportunities through qualifications. Failure to achieve this goal may result in the 
respondents being in a worse position than before their return to education, which 
was a concern reflected by the respondents. Alternatively, some of the respondents 
did not have any choice in selecting their local College because it was the only 
Institution that ran a suitable access programme. 
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I did phone other colleges to see if they did access in Social Work but 
nobody else did or had really heard of it. So basically because of that 
my local College was the right one. (Jane) 
When also selecting an access programme, the respondents seemed to select the 
easiest one. 
The access course at [College] is infinitely more difficult than the one 
at [participating College]. You need rating credits all at Level 3. For 
instance a Psychology essay here is worth one credit, over there you 
need six, virtually equivalent Psychology essays to make one credit. 
(TOM) 
It is also important that the right facilities are in place for the respondents if they 
are to start access at a specific College: 
I said 'Have you got any scanners or anything? "I"hey said, ' No but we 
do have computers. ' It was crap. I wasn't very impressed, but [town] is 
not a happening place anyway. (James) 
In contrast to Norman, who attended a College with an established support 
provision. 
The support has been here for ages. They have been ongoing, 
certainly since my mum has been but they have been here five or six 
years before. (Norman) 
Apart from a College being local, the need for the Institution to offer the right 
course and facilities, which suit the respondent, is important when helping the 
individuals make a decision. However, it is important to recognise that not 
everyone's needs will be met, which may result in some individuals looking to 
other colleges for a suitable access programme. This has obvious implications such 
as increased financial cost due to extra travel. James and Norman also highlighted 
another important characteristic - each College had a different support provision 
for dyslexic students. If an individual wasalready aware of their disability then the 
level of support offered by a specific College may influence whether or not they 
179 
decide to return to education. This was the case with Norman because he decided 
to enrol on an access course at College D because it offered him the best support. It 
is also noticeable that because this College offered the right support, Norman was 
prepared to travel. 
The environment also formed an important part of the respondent experiences 
when they decided on an access programme at a specific College. Simon preferred a 
small and quiet College. 
It was a fairly quiet atmosphere for schooling as well. That Is another 
thing because it is pretty quiet and that suits me I don't like a lot of 
hustle and bustle. (Simon) 
And a College with old buildings. 
I have got a thing about new buildings and old buildings. it is 
because of my school days but I prefer small old buildings to large 
modern ones. (Simon) 
This respondent preferred older instead of newer buildings because he felt more 
secure within this environment. The older buildings probably reminded him of 
happy childhood memories with his family. Whereas the newer buildings 
reminded Simon of the negative memories that he had at school. The significance 
of these experiences is that when an individual decides to re-enter the educational 
environment they bring with them previous educational experiences. Educators, 
therefore, need to take previous educational experiences into consideration. As 
already shown in College A, attempts were made to show that prior negative 
experience will not re-occur by ex-students talking to new ones. 
It is noticeable that disability does not feature strongly with all the respondents 
when they decided to return to education through access. This is probably because 
the majority of the participants, whilst in education before access, were not aware 
of their dyslexia (apart from James and Norman). Alternatively, the respondents at 
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this stage of their educational experience had not developed enough of an 
understanding about how dyslexia affected them. It seems likely that if the other 
respondents were aware of their dyslexia when they enquired about access that 
they would have placed a similar emphasis on the provision and level of support 
available, which James and Norman did. Therefore, the question needs to be raised 
whether or not the respondents who were not aware of their dyslexia until they 
started this programme of study would have enrolled on access programmes at 
other Colleges if they had discovered their disability earlier. 
5 Discussion 
It is now necessary to turn to a discussion of the respondent experiences of starting 
access. This is achieved by providing a substantive, formal and cumulative 
explanation as well as highlighting the barriers the respondents faced whilst 
enrolled on access. 
A specific explanation for the respondents, who returned to education via access, is 
that they wanted to improve their life opportunities through the acquisition of 
qualifications. The motivation behind the return to education was an attempt to 
obtain the necessary qualifications which would open up new career opportunities 
to this group, such as the chance to become a Social Worker (Kelly, 1996). Before 
the respondents returned to education they were unable to progress with their 
lives in the direction they wished. They did not have either the right, or enough, 
qualifications to obtain a professional career, such as becoming a Veterinary Nurse 
or a Priest. 
It is now necessary to establish what barriers were had the potential to restrict the 
respondents when returning to education in order to improve their career 
opportunities. The first obstacle the respondents faced was a non-educational 
barrier the individual student's family. The significance of the family attitude, 
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which would include grandparents, parents, sisters and brothers, is that it can 
encourage or discourage the individual to return or carry on with their education. 
Supportive families clearly encouraged the individual because they identify 
education, and the gaining of qualifications, as the route towards much improved 
career opportunities as shown through the positive reaction of Jenny, Daniel and 
Simon. Alternatively, a non-supportive family can clearly have a counter 
productive effect by discouraging an individual to return or carry on with their 
education. This is because the respondent's family probably think that these 
respondents are not capable of achieving educational success -a view dependent 
on an assessment of the individual of their own educational experiences and their 
interpretation of disability. But, as Jane has shown, the negative fan-dly attitudes 
can be counterbalanced by supportive friends. Whatever position the family 
adopts they can play an important role in shaping attitudes towards education and 
the value of obtaining qualifications. 
The educational barriers that hampered the respondents when they started access 
are mainly focussed around two areas. The first problem area was that it was often 
down to chance that the respondents found out about access. This is supported 
through the respondents finding out about access through friends, family and the 
media or college prospectus. These various methods of discovery seem to be quite 
common, as is shown by the research of Bond et al (1997). The difficulty with this 
form of discovery is that some individuals will be fortunate enough to find out 
about this educational route, whereas others will not. The variety of discovery is 
reinforced with none of the respondents or staff, who participated in the research, 
making any reference to access literature being available in alternative formats, 
which suggests that sensory impaired students may never find out about this 
educational route. The emphasis on chance also raises the question - what happens 
to the individuals who are not fortunate enough to find out about access? It is likely 
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that these individuals would be unable to improve their career opportunities 
because they are unaware of this particular educational opportunity. 
The second educational barrier that the respondents faced was their negative prior 
educational experiences. The problem here is that the participants were concerned 
that the earlier negative encounters that they faced whilst at school and College 
would be repeated when they returned to education. The respondents were 
concerned that their peers and lecturers would label them as "not academically 
capable. " Irrespective of any disability, it is possible that students who enrol on 
access may have to overcome feelings of low self-esteem (Stephenson and Percy 
1989). Dyslexia only becomes an additional hurdle once the student has become 
aware of it. This results in the individual having to come to terms with their 
dyslexia, as well as developing support strategies to enable them to achieve 
academic success. 
Moving onto a more conceptual interpretation, the data that suggests that the 
educational system has the power to shape the opportunities available to dyslexics. 
The power of the education system is based on the qualifications it offers -a 
potential passport to a new career, therefore, improved life opportunities. This 
point of view was reflected through the respondents' reporting returning to 
education to obtain further qualifications in order to improve career opportunities 
because they wanted to better themselves (McFadden, 1995). 
The availability of access suggests that the educational system is offering more 
flexible opportunities for an individual to return to studying by offering them a 
different way in which to obtain qualifications. Through access being more flexible 
- offering varied course material and the emphasis on course work - it is 
attempting to provide an educational opportunity which responds to individual 
needs as much as possible. Access courses are on par with A Level standards but 
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differ in the flexible delivery of its curriculum. However, as an academic 
qualification, access is possibly only viewed as an equivalent to A Levels in 
particular contexts. This point was reflected by the respondents, who felt that 
access was a qualification to get them into university rather than helping them 
obtain a job. Karkalas and Mackenzie (1995) reinforced this view, when they 
discovered that over three quarters of the individuals who took part in their 
research were encouraged to carry on studying. However, the research also 
revealed that the individuals who did not carry on studying after access did 
experience new career opportunities, or felt they could perform their jobs better. 
The picture that emerges is that when undertaking access there are many reasons 
that influence the respondents in their decision to return to education. There are 
clearly some barriers that the respondents need to overcome if they are to have a 
successful experience, such as their negative prior educational experience and the 
emphasis on chance discovery of access. Once starting access, the respondents seem 
to have an improved educational experience, which suggests this route is possibly 
providing this group with the opportunity to better their lives by providing them 
with a qualification and the opportunity to progress onto Higher Education. The 
return to education suggests recognition that which qualifications you have 
determines the level of success an individual can achieve. 
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Chapter 7 "We had to sell everything to prepare 
ourselves financially for access. " 
Coping financially whilst on access 
7: 1 Survived on State Benefits whilst on access 
Five of the respondents talked about how they supported themselves financially 
through a variety of State Benefits. 
I survived access on Income Support, Family Allowance, Single 
Parent Allowance, Housing Benefit and free milk. [Jane] 
I get Disability Living Allowance for my bad back, which is only; 970 
pounds. It isn't enough, but It helps. (jenny) 
I am surviving access on Job Seeker's Allowance and through 
scheming and lying. (James) 
Daniel and Simon talked about how they survived access on Benefits. 
For the most part my income has been fairly steady around . 00.00 a 
week giro benefits. So my income at present is 9200.00 a month 
and has been since September. (Daniel) 
Well I'm mostly on the Job Seeker's Allowance so that's my only 
financial support at all. No other means with which I could support 
myself. (Simon) 
These individuals found it a struggle because, as mature students, they had a range 
of commitments such as running a family household, which would have placed 
considerable financial pressure on them to make ends meet whilst completing this 
course. 
These individuals also felt excluded, because the lack of money restricted them 
from being able to fully experience student life. Whilst not being able to participate 
socially is not such an issue, the implications for the academic experience are 
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important. Jane recalled how she could not attend Sociology trips because of the 
cost. 
I could not go on Sociology trips because of the cost. It would have 
financially crippled me if I had gone on a three-day experience with 
Sociology. Just for the transport down and the hotel it was about 
ý9150 or perhaps even more. And then you needed spending money 
and the like. It would have been a fantastic experience as far as 
Sociology was concerned, but I could not afford it because of the 
cost. [Jane] 
She also talked about not being able to buy books. 
One of the biggest problem I had on access was not being able to 
buy any books, I could not afford them. Any books that I had bought 
I had done last summer whilst I was working. (Jane) 
The problem here is that this respondent and others in a similar position are 
marginalised within the educational environment because they cannot undertake 
the same academic activities as their peers. Recognition of these difficulties was 
shown at College B, which provided financial support to James and jenny whilst 
they where full-time students to help them with buying books and travel costs. 
It was a nice con last year, because when I started full time the 
College would contribute towards my book costs and provide me 
with a Travel Allowance. When I went part-time I lost that 
entitlement. (James) 
Whilst this form of financial support is most welcome the research discovered no 
other similar schemes in operation, and when James and Jenny reverted to the 
part-time mode they could no longer use this facility, 
The financial difficulties facing the respondents on Benefits are further emphasised 
when Daniel recalled that if he worked whilst on access, his Benefits would be 
reduced. 
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It's a contradiction and it wasn't in my best interest. If I earned 
920.00 In a factory in a day it would be taken off my State benefits. 
Now what is the point of me being in a factory for that many hours 
earning 920.00 when my benefits would be reduced accordingly. 
That's realistic that's how it really is surviving access on benefits. 
(Daniel) 
It is understandable that Daniel and possibly the other respondents who received 
benefits did not work because they would not be better off financially. There was 
also the concern that their acaden-dc work would have suffered because of their 
work commitments. It could be argued that these individuals should not start 
access until they can properly support themselves financially. However, this view 
would contradict the principles behind this course, which are: 
... about removing educational disadvantage which is both a result of 
economic and social disadvantage and a cause of it. (Woodrow 1993, 
p. 2). 
When locating the respondents' experiences within the principles behind access 
there clearly seems to be some contradiction, which raises the question whether 
these beliefs are tokenistic when put into practice. If anything, the additional 
financial pressure may have resulted in the respondents considering giving up this 
programme of study, which respondents such as Daniel and James had 
considered. Alternatively, this small amount of money may have prompted 
respondents such as Daniel to look to their partner or family for financial help. 
What these respondents show is that they are prepared to take a big gamble with 
their lives. They are prepared to undertake further financial strain because they 
identified their return to education as an opportunity to better themselves. 
7: 1: 1 Little support from the Job Centre 
Little support from the job Centre was also part of the respondents' experiences, 
those who were supporting themselves on access through State Benefits. James 
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recalled when he was given the impression from Job Centre officers that he would 
have to quit this course, if he did not agree to look for full-time work. 
I was told that I had to be prepared to throw In the course if they 
find me a job and all things like that. So every two weeks I'm going 
to the Job Centre with a load of jobs I've applied for. I would tell 
them that I have applied for this and that. It was just like me lying 
my way through things. (James) 
Daniel and Simon recalled a similar experience. 
I am only in receipt of benefit because administratively I am 
theoretically available for full time employment; this is because I 
only attend college 14 hours a week. Realistically that Is impossible 
for me to find full time employment because of my college 
commitments. (Daniel) 
At the beginning the Job Centre were not keen. But now they 
seemed to be quite prepared for me to take the six years to complete 
a part time course. So there's no worries at all, they're just quite 
happy with what Im doing right now. (Simon) 
This lack of support clearly does not encourage the respondents because they 
constantly face the prospect of having their Benefits cut. The response of these job 
Centres is clearly an additional barrier, which the respondents have to consider 
when deciding on their return to education. This attitude suggests that this 
C; overnment Agency is not interested in what job the respondents gained, as long 
as it was full time employment. James interpreted the Job Centre's negative 
behaviour as holding him back. 
I don't know. it feels like you're trying to better yourself and there 
trying to drag you down, do you know what I mean? It just seems, I 
don't know it just doesn't seem right. (James) 
If this is the case, it is somewhat contradictory, as obtaining a qualification would 
probably increase the chances of full-time employment and an increased income. 
This would obviously reduce the chance of these respondents then looking to State 
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Benefits as a source of financial support. As these respondents were never in this 
position it seems they were fortunate enough to come across a Job Centre that was 
flexible in its interpretation of the Job Seekers' Allowance rules which was the 
main State Benefit these participants received. Daniel recalled how he had come to 
an understanding with his Job Centre. 
Over the last few months they are aware of my situation and they 
have not hassled me at all on the understanding that when I 
complete on 26 th June 1998 that I'm looking for full time 
employment. (Daniel) 
To survive access the respondents may have to enter an unofficial agreement, that 
they would find full-time employment once this course had finished. So it seems 
that some Job Centres recognised the value of gaining qualifications, but it is more 
by luck than any other reason that these individuals stumbled across a sympathetic 
local Government Agency. 
It is a hassle really, it's like an extra pressure. You might have your 
money suspended and stopped. It is like you trying to revise and 
your going to the Job Centre, and you're getting loads of hassle. It's 
not positive. (James) 
This additional pressure does not help the respondents to concentrate on their 
studies, which suggests that there is a danger that they might not be able reach 
their full potential. 
To cope with this lack of support the respondents talked about developing various 
coping strategies. James recalled asking access staff to lie about his whereabouts if 
the job Centre contacted any of them. 
I remember asking my access manager that if the Job Centre 
phoned. could you be as vague as possible, and tell them that you 
don't know where I am. (James) 
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Daniel talked about signing a contract, which committed him to finding 
employment. 
I had to sign a contract saying I would find full time employment 
during the evening hours doing night time shifts. All hours outside 
my academic year. (Daniel) 
Whatever strategy the respondents adopted to survive access, it is clearly a constant 
up hill struggle for these individuals. The main concern here is that the financial 
difficulties they experienced may not encourage them to further their education 
because they do not want to experience similar problems. When considering the 
issue of increasing access to either further or higher education, it is important for 
educators to consider that there are numerous barriers that the individuals have to 
overcome when they decide to return and progress with their education. If access is 
to meet its founding principles, such as providing educational opportunities for 
those who are econon-tically disadvantaged, there is a need to provide financial 
assistance to help individuals who decide to enrol on access to achieve this goal. 
With me having to constantly lie my way through everything, I begin 
to question whether the Government are committed to education 
being the centre of their education policies. (James) 
The financial difficulties the respondents faced may result in the very people in 
which access was designed for, being excluded. 
7: 2 Financial support from their parents and partner. 
7: 2: 1 Mother and father provided financial support 
It was mainly the respondent's mother and father that supported their offspring 
financially whilst on access. Norman talked about how his. father gave him money. 
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If I've ever wanted anything and if I'm having a particularly hard 
week and I need a bus pass or Something my old man will spot me 
the cash. (Norman) 
Daniel recalled similar support from his mother. 
Yes, but with discretion. I have a car, which I have needed to keep 
on the road for all my voluntary work and various activities. That to 
the most part has been funded by or directly by my mother. She's 
paid for things like road tax, Insurance and maintenance of the car. 
(Daniel) 
However, Simon talked about how his family could not help financially 
Most of them are all in the same position as me. They're not in good 
financial situations, and those that are, are not that close to me. 
(Simon) 
Those respondents who can turn to their parents or relatives for financial support 
are in a more advantageous position than the individuals that cannot. The main 
advantage is that parental support can clearly help the respondents to meet their 
general living costs, therefore, helping them to fully experience student life. This 
feeling of greater financial security can, therefore, help the respondents to focus on 
their studies and help them to reach their full potential. In particular instances the 
respondents had advantages, such as Jane's uncle buying her a computer to assist 
her studies. The significance of this type of financial support for access tudents, 
whether or not they are disabled is that it increases the chance of their achieving 
acaden-Lic success. However, with some of the respondents, such as Simon, not 
being able to turn to their relatives for financial support, it suggests that there is a 
divide within the student body, between those who can and cannot turn to their 
family for help. The problem with this divide is that access, through no fault of its 
own, is potentially not helping all the individuals it was designed for to realise 
their educational potential. There is also the possibility that prospective students 
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may consider family financial support as a factor that determines whether or not 
they decide to return to education. 
7: 2: 2 Partner provided financial support 
The respondents also talked about their partners providing them with financial 
support when they needed it. Tom talked abou t how his wife working helped him 
to get through access. 
[Respondent's partner] has just got her old job back that she had 
prior to coming to College. This is actually fantastic because of two 
things. It gets her out from under my feet and gets a load more extra 
money in, which means I don't have to work quite as hard to support 
ourselves whilst on access. This money will also help next year 
whilst I am doing a degree. (Tom) 
Daniel recalled how his partner's income helped him to stay on access. 
But living as a partnership with [partner] and her limited part time 
Income has covered cost effects, as in bills that sort of thing, 
heating. (Daniel) 
The value of the respondents' partners, which is clearly very sirnilar to the value of 
others' parents, is that they provided them with the financial support that helped 
them to meet the everyday costs of living. These respondents turned to their 
partners because they felt it was part of their relationship to help each other out 
financially. It is also important to note that some of the respondents, such as Tom, 
identified the financial support from their partner, at this stage of their education, 
as a means to help him to progress onto Higher Education. Tom was probably 
identifying this stage of his educational experience as an opportunity to develop a 
financial basis which would allow him not to have similar worries when he 
progressed onto Higher Education. When exploring the respondents' experiences 
further, in particular for Daniel, limited funds created a strain on the relationships 
between himself, partner and his friends. 
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Yes it affected my relationship between myself and my partner. it 
also affected the relations with my friends because we could not 
afford to see them socially. because they were in full-time 
employment and I was not. (Daniel) 
The change in relations between the respondent, his partner and friends is because 
he had to use any available funds to achieve his access qualification. The 
respondents, who are undertaking access whilst on State Benefits are, therefore, 
undertaking another gamble because they are risking the relations with their 
partner and friends to achieve this qualification. The relationships with others 
could, therefore, play an important role in helping an individual to decide whether 
to return or carry on with their education. Daniel highlighted the value of 
supportive parents and partner. 
If it wasn't for my partner I wouldn't be able to do the access course. 
Because of my mother and partner pulling together their revenues 
and some cost efficiency I have been able to carry on with access. 
Both of them have made contributions around about C300 since 
September to help me out when I have needed money. (Daniel) 
The combined financial support of partner and family has helped the respondent 
to complete access. This respondent's experience reinforces the point made 
previously, that a lack of money can act as a barrier towards returning back to the 
educational environment, Turning to either family or a partner suggests that the 
individual who is fortunate enough to have this option available to them are more 
likely to return to education and achieve success through courses such as access. 
This raises the question, what happens to those who cannot? In some instances, the 
lack of money is creating a barrier that is stopping individuals from achieving 
educational success through qualifications such as access. 
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7: 3 Worked whilst on access 
7: 3: 1 Worked to support themselves whilst on access 
Two of the respondents talked about working to support themselves financially 
whilst on access. Norman supported himself through part-time bar work. 
I end up with thirty quid a week through my bar work and seven 
pound a week bus pass. Through me working and the support of my 
parents I am able to be a student and survive access. (Norman) 
Tom supported himself and his wife through running his own musical instrument 
restoration company. 
We have supported ourselves through access via my own musical 
instrument restoration company, through restoring and cleaning 
organs which has kept me very busy. (Tom) 
He also taught music as a private tutor and at the local church. 
At my local church I taught the piano and how to sing to a range of 
people who wanted it. It was helpful because it helped to provide me 
with a regular Income at times, which helped to pay the bills when 
needed. (Tom) 
I also teach and am director of music at the Parish church here. 
which is a major job in professional music terms. [Local town] has a 
parish church and has a major musical set up. So that takes up an 
enormous amount of my time as well with College and the company 
and the teaching that goes on. (Tom) 
Daniel further supports the view that you can work with his own experiences of 
access. 
You can work part time. The majority of people on the course are 
either employed part time, or do voluntary work, or whatever their 
situation is, but those who do part time never end up doing more 
than 20 to 30 hours a week. (Daniel) 
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The respondents worked because they had no other choice if they wanted to 
support themselves whilst on access. These individuals may also have preferred to 
work because it gave them a degree of financial independence from their partners 
and family. The concern with working is that it would detrimentally affect their 
studies, because they would have less time to focus on their academic work. Both 
of these respondents provided different responses to this question. Norman found 
working did not really affect his studies. 
No it has not really affected my studies. It's just been a part time job 
and a near enough part time course in one way or another. The help 
and stuff for my extra tuition more or less fits around it. I've got four 
or five nights a week free anyway so. (Norman) 
Tom admitted that if he did not work, he could focus more on the course. 
Yes I could have spent a lot more time and at times I have been 
juggling several things, several essays, several quotes, physically 
spending time in the workshops, physically spending time trying to 
get music together, trying to do some practice and practice is a non 
event for me. I haven't really learnt any new music the only new 
music I have learnt is read and that's not very professional. (Tom) 
Norman probably found it easier to work than Tom because he was enrolled on an 
access programme part-time at College D, which gave him the time to do other 
things such as a job. This was in contrast to Tom, who was enrolled on an access 
full-time at college A and, therefore, did not have the same flexibility. The type of 
employment selected by the respondents also influenced the amount of time they 
could dedicate to their work. Norman's job, which was bar work, gave him more 
flexibility because he could mainly work in the evenings, therefore, focus on his 
acaden-dc work during the day. Whilst Tom's work required him to be available at 
various times during the day and it is understandable that he experienced 
considerable difficulty focussing on his academic work. This respondent managed 
to cope because he could rely on his wife, who was enrolled on the same access 
course. 
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There are all sorts of things happening during the week, but I 
sometimes having difficulty in making them because I have to work. 
This Is why it is great having [respondent's wife] she can just explain 
it to me afterwards, which helps me to keep up. (Tom) 
Tom was in a fortunate position because his wife acted as an acaden-dc safety net, 
which probably allowed him to keep up with his fellow students. She acted as a 
support tutor explaining missed work and providing help with assignments by 
sharing notes or reading essays. Without this support it is likely this respondent 
would not have completed access within one year and would have either failed or 
taken it over two years. If this had occurred, the respondent's career plans would 
have been hampered and it may even have deterred the individual from 
progressing with their education. So again, the issue of funding can clearly 
influence the student experience of access. The lack of available funding to assist 
the individual with their studies can act as a barrier, which can significantly 
influence the students' experience of this program of study. 
7: 3: 2 Could not work whilst on access 
When the respondents' experiences were explored further they talked about not 
being able to work whilst on access. These respondents identified five areas in 
which they could not work whilst on this course. Jane felt she could not work 
because of her responsibilities as a single parent. 
My problems being that I am a single parent with [respondent's 
child) who is 4 and I don't have any family who live In [town] at all 
and I suppose I mean I'm really good now because I have finished 
College for the year. [Jane] 
Jenny could not work because of her medical difficulties. 
Not exactly, I haven't got what I want yet. I might be able to work 
once I get my back fixed. (Jenny) 
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She also talked about difficulty in working because of her home and course 
commitments. 
No, I wouldn't have the time it's ridiculous. What about the time? 
What with other jobs around the house and the fact that I've always 
got my head in a book now, I just don't have the time at the minute 
to go to work. (Jenny) 
Daniel could not work because his benefits would be cut. 
The fact being on Job Seeker's Allowance which obviously means 
that you can't earn extra money. Legitimately, I have tried anyway 
and still can't do it. (Daniel) 
James did not want to work because he wanted to focus on his studies. 
It feels like you've got to work through my course that I don't think I 
would have coped with in all truth. I just would not have coped with 
it in all honesty. (James) 
Daniel reinforced this view with his experience of access. 
Because I have got more time for my course, so there's less stress 
and anxiety. If nothing else my grades have improved because I have 
been able to give more time to my course work. So it's made it more 
feasible and realistic doing the course In the- first place. It's quite 
easy that I could have continued on the same path as I was in the 
first semester. (Daniel) 
There are clearly numerous, interlinked, reasons why the respondents cannot work 
to support themselves whilst on access. This has identified barriers in place which 
may stop adults from being able to enter or experience the educational 
environment. It is noticeable that the respondents did not want to work because 
they wanted to focus on their studies, so as to give it their best shot. This is 
understandable as access is a one-year course and the respondent is studying after a 
long period of absence. Jenny supports this view with trying to study and work 
whilst on access. 
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So these people who manage to 
house, I don't know how they 
couldn't have done. I realised it 
qualification. (Jenny) 
7: 4 Additional funding for access 
study and fit in a job as well as a 
managed it basically because I 
was Important to get the access 
7: 4: 1 Applied to Local Authority for additional grants 
When exploring the respondents' experiences they talked about how they sought 
out additional funding from their Local Educational Authority (L. E. A. ) Four of the 
respondents provided very different experiences. Tom talked about his experience 
of applying for a discretionary grant to buy a computer: 
I got the computer in the end but they did their absolute utmost to 
put me off. They kept on sending me the wrong forms and telling me 
to fill in bits that you don't need to fill in and asking for stupid trivial 
information which had no impact on any of the decision making. 
After about 12 forms and several months I got 91500 In three handy 
bit size chunks of 9500. (Tom) 
Jane recalled her experience of trying to apply to the same LEA for a similar grant. 
I applied for the discretionary grant twice. I stated that I was 
dyslexic and provided them with all the Information they required 
but it has been twice that I have been let down. [Jane] 
Daniel highlighted the difficulty in gaining grants for Further Education. 
I made enquiries yet again off my own back, about the possibility of 
a grant. It Is very limited because It's Further Education and not 
Higher Education. (Daniel) 
Simon recalled not being aware of any additional grants. 
No. And I haven't heard of anybody that mentioned anything about 
additional grants. This is the thing, the information is not 
forthcoming on anything to do with the disabilities. (Simon) 
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These respondents provide many different experiences of trying to obtain 
additional funding from their LEA. It seems more luck than anything else that 
allows an individual to obtain any funds to help them with access. For individuals 
such as Tom this luck places them in a fortunate position, which possibly gives 
him an advantage over fellow disabled students who cannot obtain this form of 
grant. The difficulties Tom experienced in gaining this additional grant, and the 
problems Jane encountered, suggest that individuals who decide to carry on or 
return to education are not encouraged or supported. The experience of Daniel and 
Simon suggests that if the individual is not able to obtain a discretionary grant they 
would have to rely on more personal sources of funding, such as their own income 
and help from either a partner or family. The only benefit of these individuals 
investigating whether or not they can obtain additional funding was that they 
discovered the availability of an additional grant the Disabled Students Allowance 
(DSA) - when they progressed onto Higher Education. Tom talked about his 
experience of trying to apply for this grant. 
Whilst applying for the discretionary grant I was told that I could 
apply for the DSA if I went onto University. I have applied for it, but 
because my Local Authority has just installed a new computer 
system, they have told me that they do not know what is happening. 
(TOM) 
It is understandable that this respondent applied at this stage, because of the time 
taken to obtain and become familiar with his equipment. It seems bizarre that this 
LEA could not provide him with some appropriate information when applying for 
this grant. The availability of additional grants only to disabled students in Higher 
Education raises the question why this form of funding is not available to students 
who are enrolled on a course which is a pathway into Higher Education. The 
availability of support at this stage would lead to a much-improved educational 
experience and reduce the chances of the respondents playing "catch up" when 
they progress onto University. If anything, the respondent has always had to live 
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with their disability, therefore, the availability of the DSA when the student 
reaches University may not persuade them to stay within the prior educational 
environment. Therefore, if a disabled student cannot obtain additional funding to 
support them whilst enrolled on an access program, their educational experience is 
very much dependent on finding a College of Further Education which provides 
good facilities for dyslexic students. But, with these students relying on limited 
funds to support themselves, it is a possibility that they may not have this freedom 
of choice. 
7: 4: 2 Applied to Local Charities for funding 
Respondents also talked about applying to local charities for funding. Two 
respondents recalled two very different experiences of applying to local charities. 
I did apply to a local charity called [Local Charity name], which is 
exclusive to [town] and its immediate area. It Is for those who have 
resided in or been educated in [town] prior to FE or HE that are 
allowed to claim. (Tom) 
Student Services bought to my 
charities that you can make an 
application for a charity. (Daniel) 
attention that there are certain 
application to. They gave me an 
When their experiences were explored further they both encountered two different 
results. Tom recalled how his application was successful. 
The thing is I knew everybody who sat on my committee, because 
some of them were in my choir. I applied for all the books for both 
[respondent's wife] and 1, which came to about 9400 with 
examination fees. I got all the money I applied for, which was 
brilliant because usually people don't get more than Z100. (Tom) 
In contrast Daniel was told that, even if heapplied, he would be unsuccessful. 
I was informed there and then "its only an application. " They told me 
that the chances would be that I would be unsuccessful and in fact I 
was. (Daniel) 
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It was probably more luck and knowing the right people that resulted in Tom 
being successful with his charity application. These experiences of searching for 
additional funding show that to gain any extra money you probably have to 
scheme and take every opportunity available if you are to be successful. Again, the 
significance of gaining this additional funding is that it can help to provide a 
feeling of financial security, which may encourage the individual to carry on with 
their education. The lack of success in obtaining additional funding may result in 
dissuading an individual from entering or carrying on with their education 
through access, because they would view it as to much of an up-hill struggle. 
5 Discussion 
When undertaking Grounded Theory analysis it is necessary to provide a 
substantive interpretation of the data, which suggests access students, whether or 
not they are dyslexic, will struggle financially whilst enrolled on this educational 
programme. The main problem that the respondents faced is that they do not have 
enough money to live on, irrespective of whether or not they are dyslexic, whilst 
enrolled on access. One of the major barriers was little support from Government 
Agencies to further their education via access. It seems that the respondents who 
relied on State Benefits were very much in a "Catch 22" situation. The main 
problem is the job Seeker's Allowance, which was one of the benefits the 
respondents received. The conditions of this benefit required them to commit 
themselves to actively seek, and remain available, for work. Also, if they worked at 
all their benefits would be reduced accordingly, as Daniel highlighted within this 
chapter. It is, therefore, understandable that the respondents found difficulty at 
times focussing on their studies because of this problem. The Kennedy Report 
(FEFC, 1997) recognised this problem through urging the government to review 
the job Seeker's Allowance. 
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The lack of government support to encourage adults, irrespective of disability, to 
return to education is reinforced through the limited additional funding, such as 
grants, available to support students enrolled on access. The problem with limited 
funding is that it can clearly act as a barrier, which would prevent some 
individuals returning to education. The Kennedy Report (FEFC, 1997) recognised 
the problem the respondents faced, when it stated that: 
Some authorities make hardly any discretionary awards and only 
one in twenty students receives them. The amount an individual 
receives and what it covers, varies enormously from one Local 
Authority area to another. Some students, despite their financial 
need, do not receive an award at all. (p. 68). 
Only one out of the four respondents in this research obtained a discretionary 
grant and support from a local charity. This variation in the availability of 
additional funding was also discovered during the first stage of the research at one 
College of Further Education. One of its access courses acted as a Foundation 
programme for degree courses at the local University. The significance of this link 
was that the respondents who were enrolled on this programme also received 
financial support from their LEA. A possible way forward was advocated by the 
Kennedy Report (FEFC, 1997), which suggested that LEAs should operate within a 
set of national standards. This would provide a consistency in available funding to 
any mature student who wishes to return to education. And when considering a 
return to education, the knowledge of whether or not they would receive 
additional funding might help individuals to make more of an informed choice as 
to when to return to education. 
Turning to the respondents' parents and partner, it is noticeable that a considerable 
strain is placed on these individuals. Daniel's experience placed in context what 
many of the respondents felt and further support comes from Tom, who talked 
about the strain of selling personal possessions to allow him and his wife to 
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prepare for access. Support for the strain on relationships with the respondents' 
parents and partner comes from Merrill and Mckie (1998) who discovered a similar 
picture from their research. Even though the individuals close to the respondent 
are not undertaking access, they are indirectly experiencing this program of study 
through how the respondents coped. These experiences may influence whether or 
not they carry on with their education. It is important to recognise that when an 
individual decides to return to education, it will clearly affect those close to them 
in some shape or form. 
If the individual respondent is unable to rely on others, such as their family, for 
financial support it is likely that they will work to support themselves whilst 
enrolled on access. When the respondents considered work they were again in a 
"catch 22" situation. If these individuals worked, their Benefits would have been 
reduced accordingly, therefore, they would be no better off. More importantly, the 
concern here, which was raised by Tom, was that the need to work would affect 
their studies. Merrill and Mckie (1998) discovered that many respondents felt their 
studies had suffered because they had to work. As is shown here and within the 
research, what choice do some of the respondents have? They either work, or give 
up their studies, because they cannot support themselves whilst enrolled on access. 
Being paid enough money to make it worthwhile to work emerges as another part 
of the respondent experiences. Some of the participants decided not to work and 
rely on Benefits, if they were not better off as a result of it. This position is 
understandable because the employment opportunities available would be low 
paid un-skilled work, which would probably not provide the respondents with the 
financial security required. Whatever option these respondents decided on, 
whether it be work or not, it is likely they would struggle whilst working towards 
their access qualification. 
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Moving on to a formal interpretation, the data suggests that the lack of financial 
support can prevent students, whether or not they are dyslexic, from returning to 
education to better themselves. The financial difficulties these respondents talked 
about suggest that the very people for whom access was designed are being 
excluded. Support for this view came from one access co-ordinator's experience of 
this programme: 
It certainly doesn't serve disadvantaged groups in the way that it 
was envisaged originally, as an alternative route. (Palfreman-Kay 
and Taylor 2000, p. 50). 
The financial difficulties which the respondents experienced suggest that this 
programme of study may be more accessible to individuals from traditional 
groups that would partake in education. Merrill and Mckie (1998) supported this 
view, when they cited the concern of one respondent they interviewed: 
My overall view is that in the near future many mature students who 
for one reason or another didn't have good educational opportunities 
when they were younger will feel that University is not a viable 
option for them. The current situation I feel will worsen, thus 
denying ambitious, hardworking people the chance of success in a 
higher education. Male student studying for a BA and Qualified 
Teacher status. (Merrill and Mckie, 1998, p. 7). 
It is likely that dyslexic and non-dyslexic students would face similar barriers 
whilst on access. The Kennedy Report (FEFC, 1997) advocated the need for a 
funding system that helps disadvantaged students. This is clearly a step in the 
right direction, which would help disadvantaged groups, that access is aimed for, 
to overcome the barriers they face when trying to support themselves financially. 
Turning to a cumulative explanation of the respondents' experiences of coping 
financially, the availability of money can clearly influence how far an individual 
can improve their life opportunities through education. The fundamental issue 
which faces the individual is that how much money one has will determine the 
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educational opportunities available. It is likely that the more money an individual 
student can rely on, the greater the chance that individual has in achieving their 
desired qualifications whether or not it is on an access programme. This obviously 
results in students who are quite capable of achieving academic success being 
excluded from achieving educational success because they cannot afford it. The 
problem with money being linked with education is that instead of being a tool for 
inclusion, it is helping to reinforce the negative attitudes that exist towards 
disabled people and other groups within society. Education can, therefore, be an 
environment which can help to create, maintain and foster the oppression various 
minority groups face within society. 
The picture that emerges is that the respondents had great difficulty in coping 
financially whilst on access. The respondents are more likely to survive access 
financially if they are fortunate enough to receive support through their partners, 
parents, employment or government body such as a Job Centre or LEA helping 
them. Taking this development into consideration, it seems that access in certain 
circumstances is failing to attract the non-traditional groups it was designed to 
attract because these individuals, whether or not they are dyslexic, cannot afford to 
enter the access programme. 
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Chapter 8 "Dyslexia is a label I can use to explain all 
my difficulties within and outside education. " 
Experiences of dyslexia whilst on access 
8: 1 Experiences of the dyslexia assessment 
8: 1: 1 Discovered dyslexia through different methods of assessment 
These individuals were often assessed for dyslexia after a member of staff or a 
support tutor had referred thern to each of the Colleges' Support Service. Four of 
the respondents recalled the assessment. 
This was the only time, when I started access that I had been 
assessed to assess whether or not I was dyslexic, officially by an 
educational teacher. After the assessment I was told that I would be 
officially assessed at a later date. (Simon) 
I sat in this very room and she asked me various sets of questions 
such as do you find X or do you find Y or Z and I said yes, yes and 
yes. She said you are giving absolutely classic signs of dyslexia. 
(TOM) 
I went to see the dyslexia tutor and she did a test to see if I was 
dyslexic. The test just consisted of asking various questions and I 
presumed she just looked out for signs that I was dyslexic. At the 
end she basically said that from her opinion that I was dyslexic. 
(Jane) 
[Support tutor] wrote and got this lady to come and do the test, to 
establish whether or not I was dyslexic. After the assessment she 
told me I was. (Jenny) 
All these respondents were assessed "in-house" before they were referred to an 
Educational Psychologist to officially confirm whether or not they were dyslexic. 
The reason for the double assessment is the likely high cost of the Educational 
Psychologist's report. It is likely the high cost may have required each College to 
be reasonably sure that these respondents were dyslexic before they were sent to 
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an Educational Psychologist. Parker and West (1996) reinforce this view, with their 
research. 
It costs two hundred pounds to have an assessment done, this is 
fine if that person is dyslexic as we can get the money back from the 
Further Education Funding Council, but if they are not dyslexic we 
can't. Therefore before I make that decision I need to be certain that 
it is a dyslexic problem and not an educational, social or cultural 
one. (P. 231). 
Whilst exploring the respondents' experiences they also talked about the high cost 
of the assessment as one of the reasons why they were assessed in-house at their 
respective Colleges. The internal assessment would indicate whether or not the 
College would get any money back from the Funding Council. Also, the time taken 
to arrange and conduct an external assessment was considerable for all the 
respondents. For example an, Educational Psychologist did not officially assess 
Simon until his course finished. 
The value of the in-house assessment was that the respondents found out quickly 
whether or not they were dyslexic. After discovery it would enable the 
respondents to develop appropriate coping strategies, which, if anything, allowed 
them to keep up with their studies. Alternatively, the time taken for an 
appointment to be arranged with an Educational Psychologist suggests that these 
Colleges did not have the funds to pay for the assessment. This view was 
supported by some of the Support Tutors and respondents who took part in the 
main stage of the research. To an extent this is understandable because it would be 
Impossible for a college to determine who would need to be assessed before the 
start of each academic year. 
Respondents James, Norman and Daniel talked about being assessed before they 
started access. They all provided different explanations about how their assessment 
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occurred. Daniel recalled approaching his local Dyslexia Association to be 
assessed. 
I rang them up. I found them in a directory, found out whereabouts 
they were and I went down and made a personal visit. I found some 
leaflets in a rack outside their office and I took It away with me. After 
reading the material I rang them up and made an appointment. I 
went along and discussed with them what my concerns were and 
discussed with them the possibility of being dyslexic, the cost of 
assessment, the cost of tuition and from there booked an 
assessment, where I discovered I was dyslexic. (Daniel) 
James remembered being assessed through his local job Centre. 
I actually went for the assessment, because my friend told me that if 
you are dyslexic you can get the green card and less hassle from the 
Job Centre. This was the initial reason why I went, I just wanted an 
easier time from the Job Centre. I wasn't interested in anything 
related to academia in the slightest. (James) 
Norman recalled looking forward to his assessment at College D before he started 
access. 
The one we did whilst I was at [College of Further Education] I have 
got no problem with. I was actually looking forward to this one, to 
see how smart I was and to find out what were my strengths and 
weaknesses. I really wanted to know what I am actually good at. 
(Norman) 
The most important factor to emerge here was that all these respondents 
discovered they were dyslexic at different times of their lives and through different 
organisations such as Colleges or Job Centres. By establishing at various stages of 
their lives that they are dyslexic, it is important to consider the impact of this on 
the respondent's educational experiences when they started access. If anything, the 
respondents who were aware of their disability before they started access would 
have had an opportunity to develop effective strategies to help them to have a 
much-improved educational experience. 
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With at least being aware of my dyslexia before I started access, I 
was able to prepare myself for what to expect through talking to staff 
and making sure the promised support would be available. (Norman) 
Whereas, confirmation of dyslexia just before access may result in the respondents 
having to play "catch up", which would involve coming to terms with their 
disability and picking up on the basics that they had missed earlier within their 
education. 
After being told that I was dyslexic, I was so shocked. I wondered 
what I was going to do. I felt that I would not be able to keep up with 
my work even with the promised support. (Jenny) 
It seems that students, who are already aware of their dyslexia before they start 
access, are in a lot better position to achieve academic success. This is because they 
have the strategies in place, which will increase the chance of them achieving 
acaderrdc success straight away. Alternatively, respondents who discovered their 
dyslexia during access would face greater difficulties. This is because they would 
be coming to terms with their disability, and the support available, as well as 
trying to keep up with their studies. And, with access being a one-year course, it is 
likely that the students who discovered their dyslexia during their programme 
instead of beforehand, would be under considerable pressure with their current 
studies. 
Again the question of cost emerged as part of the respondents' experiences. Daniel 
recalled how he managed to pay for his assessment: 
To be honest with you I couldn't have had the assessment done If it 
wasn't for family support, especially my mother, who gave me the 
money to pay for the assessment. I may have eventually paid for the 
assessment myself by saving up because I was in work. It was just 
very costly the assessment, it amounted to 9180.00. (Daniel) 
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The cost of a dyslexia assessment may act as a barrier that would stop individuals 
establishing whether or not they are disabled. Daniel reinforced this view with his 
difficulties in obtaining the money to pay for his assessment. 
I am very sympathetic for those people who can't afford a simple 
assessment, which may result In them not discovering their 
disability. My concern is that without knowing that you are dyslexic 
you are restricted, which may result in you not being able to improve 
you. (Daniel) 
The respondents may again be in a "catch 22" situation because they cannot 
establish whether or not they are dyslexic if they cannot afford the cost of the 
assessment. If they cannot turn to either their family or a partner to pay for their 
assessment, it is likely that individuals would have to rely on dyslexia being 
confirmed by a Support Tutor or a chance meeting with a knowledgeable lecturer, 
if discovery is to occur. The concern here is that if access is to realise the educational 
opportunities of the groups it was designed for, there is an emphasis on either the 
individual being aware of their difficulties and seeking help, or a chance meeting 
with an aware member of staff. If the individual does not meet any of these 
criteria, it is likely that they will not be able to achieve academic success, therefore, 
improve their life opportunities. 
8: 1: 2 Mixed feelings about the assessment 
When exploring the respondent experiences of their assessment by an Educational 
Psychologist, many recalled mixed feelings. Some of the respondents echoed 
negative feelings about the assessment process. Tom talked about being worried: 
I must say I was quite worried about going to see the Educational 
Psychologist, that was quite worrying because I thought that It was 
going to be a whole series of Mensa tests. I was just worried about 
looking stupid in front of her and the test Is quite unusual In some 
respects. You spell this word and this word, words I had never 
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dreamed of using and yes they were words that would be difficult to 
anybody. (Tom) 
They also talked about poor experiences during the assessment. 
I spelled all the words wrong. Fortunately I came out of there quite 
well bearing on the side that I am dyslexic and the cost was met by 
the College which was quite important. (Tom) 
She did a spelling test and again that was really awful. I only had 
spelled two out of about twenty but they were very easy. The other 
words were ones that I had never used before and if I had tried to 
use that word I would have never been able to spell it. (Jane) 
These individuals were possibly apprehensive about the assessment because they 
were concerned about appearing of low intelligence and, therefore, reliving earlier 
educational negative experiences. 
After the assessment, the respondents displayed negative and positive feelings 
towards the official conformation of dyslexia. Jane recalled being depressed after 
the assessment. 
After the dyslexia was confirmed I felt really down about it. It was 
like there were no ifs and buts anymore. I felt quite down about it 
and I actually took my time in accepting that I was dyslexic. (Jane) 
Some of the other respondents recalled being pleased that their dyslexia was 
confirmed. 
I am quite happy that I know that I am dyslexic because I know 
what the problem is. I am not thick. I just can't put things down on 
paper. I am quite happy that I have found out what the problem is 
and ways I can tackle dyslexia. (Jenny) 
When I got the results it was a feeling of relief. Oh I am dyslexic, this 
is a label I can place on all of my disabilities, which provides an 
explanation as well. (James) 
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I think I was finally able to properly identify or at least feel that 
somebody was able to identify, that I was dyslexic after so many 
years of me asking whilst I was at school and College. (Daniel) 
These different, reactions to the confirmation of dyslexia suggest that some 
individuals, more than others, had accepted their disability. The official assessment 
was more of a rubber stamp than telling them anything new. The negative reaction 
was because of the fear that this respondent would experience the same negative 
labelling that she had already encountered from her family. Jane was probably 
concerned that confirmation of dyslexia would vindicate the lack of parental 
support towards her carrying on with her education. The positive reaction 
suggests that the respondents possibly viewed the discovery of dyslexia as a new 
start because it had provided them with a second chance. They had identified the 
assessment as the door to a new world. 
8: 2 Family reactions to dyslexia 
Whilst exploring the respondents' experiences they talked about how their farridly 
reacted to their dyslexia. The respondents mainly talked about reactions from their 
parents and sister. Their experiences are grouped around the issue of a negative 
reaction to dyslexia. 
These respondents' parents and members of their family possibly displayed a 
negative reaction to the possibility of these individuals being dyslexic because they 
had no knowledge or experience of this disability. Jenny, Tom and Jane recalled 
the negative experience of their parents' responses: 
My mother always thought I was a bit slow at school and that was it. 
I didn't pay attention or I didn't do my homework, all the way 
through school. After the assessment at College, when I told my 
mother that I was dyslexic, she was upset. (Jenny) 
He has got a persecution complex and he thought it was an insult, 
as I am sure a lot of people see it when they discover their dyslexia. 
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My father just sees dyslexia as an insult but I am quite willing to 
prove them wrong. (Tom) 
My father, he basically said that if you are dyslexic you can't carry 
on with College and they don't cater for people like that. It was just 
such a negative reaction. (Jane) 
It is understandable that the respondent's parents displayed a negative reaction, 
where would they have gained any knowledge or experience about this disability? 
As mentioned before, the only avenues would be the media, friends of the family 
or other dyslexic people who can either positively or negatively influence the 
representation of this disability. Obviously the danger here is that these 
experiences could shape or influence subsequent opinions such as the respondent's 
sisters or brothers, as well as other relatives. This is reflected through Simon 
recalling how his sister displayed little understanding of dyslexia. 
She didn't seem to understand that I had a lot of problems. That I 
am not fast at writing and I am generally slow. The thing is she has 
never been to University but she enjoys education and she has done 
a few A levels. She would love to go to University and she finds 
learning quite easy. At times I feel that she does not really 
understand the difficulties I experience. (Simon) 
The problem with parents and other members of the family displaying no 
knowledge of dyslexia is that it contributes towards the individual feeling isolated 
from their own family, as well as from others in wider society. 
The respondents' fan-dlies may have reacted negatively because their previous 
thoughts on the individual's level of academic ability have been proven wrong. It 
is likely that the respondents family possibly viewed the individual as lazy, until 
their dyslexia was identified, as James recalled. 
Before I discovered that I was dyslexic my family always thought that 
I was lazy, but after I found out that they were so surprised that I 
had an explanation for my previous difficulties at school. (James) 
213 
The value of discovering dyslexia provides-a label for the respondent's family to 
understand these individuals in more of a positive light, which can contribute 
towards the respondents feeling less on their own. just as important, family 
support could encourage the individual to return to education and to seek other 
support for their studies. 
These negative reactions can alternatively act as a prompt to encourage the 
respondents to continue with their education. 
if my dad had gone 'you poor thingl' I think perhaps I would have 
quit College. He was really negative and I felt really angry and I 
thought "right you bastard, I will show you. " I think the negative 
parental reaction gave me the initial boot to keep on going. But now I 
have gone back to the thought that I am doing my education for 
myself. (Jane) 
So, on a more positive note, negative parental reaction could, at times, act as a tool 
to motivate individuals because they want to prove their parents wrong. This 
approach suggests that the respondents had more confidence in their own 
acaden-dc abilities than did their parents, which probably created a divide between 
the respondents and their parents. 
The negative reactions of the respondents' families may be explained by a lack of 
knowledge or understanding about dyslexia. Jane's mother supports this view 
after she discovered that her daughter was dyslexic. 
When I told my mother that I was dyslexic, her first reaction was 
6why have they only picked it up now, why didn't they pick it up in 
school? 'Shejust could not understand why. (Jane) 
This respondent's mother clearly feels "let down" by the educational system 
because she cannot understand why Jane's teachers or lecturers had not recognised 
her dyslexia earlier in her life. Jane's mother questioning why dyslexia had not 
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been discovered earlier shows the power assigned to this group of professionals by 
lay people, because they have the ability to determine the educational 
opportunities available to dyslexic and non-dyslexic students. 
8: 3 Reaction of access staff to the respondent's dyslexia 
When exploring the respondents' experiences, they also talked about the reaction 
of access staff to their dyslexia. Staff reaction, which could be either positive or 
negative, appeared very much dependent on the individual lecturer and varied 
within and between each College. 
Positive reactions by access taff: the majority of the respondents recalled one or 
more academics displaying a supportive attitude towards dyslexia. Norman 
recalled the supportive attitude of his access tutor. 
Yes they said it was no big deal. I was taken by the access tutor that 
Interviewed me to find the Head of the Support Service. She was a 
woman with purple hair and I sat down and talked to her about my 
dyslexia. She said all the whys and wherefores and everything else 
about dyslexia, it was very useful. She took me by my hand and 
introduced me to all the other support tutors. (Norman) 
The significance of taking this respondent to the support services is that it shows 
knowledge of the needs of dyslexic students. The effect on Norman is that it will 
help to create in him a positive feeling that he will be able to achieve academic 
success because his needs are being talýen into consideration. 
Daniel and Simon recalled the positive reaction of academic staff through 
providing individual support with their studies. 
All my lecturers know about my dyslexia and one of my lecturers 
from [specific subject] has actually said to me that when I hand In 
assignments and theyjust fall I do not have to resubmit, but Instead 
I can give an oral presentation. (Daniel) 
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Any student that he thought needed extra input he would actually 
stay with until they understand the topic. He also told us about 
there being a group for extra Maths tuition at the College, which was 
available to all students. (Simon) 
[Access tutor] wasn't upset but kept me behind one day and said 
6you. should have told me you were dyslexic. ' Because prior to that 
we had done a lot of writing and I think she would have made it 
easier for me, by providing me with pre printed handouts, which she 
did from the time after she had found out that I was dyslexic. (Jane) 
These acaden-dcs provided one to one support because they viewed it as part of 
good practice towards supporting non-traditional groups such as dyslexic 
students, helping them to getting used to studying again. The support provided by 
these academics is in addition to the help provided by College staff. They probably 
provided support through either "one to one" support or group tutorials. Such 
support is provided with the intention of encouraging the individual to overcome 
any difficulties they have with their studies. The effect of the combination of help 
from academic and from Learning Support staff is that it increases the chances of 
the student achieving success with their studies. 
jenny echoed a similar positive reaction, when she declared her dyslexia: 
By the time I had come to terms with dyslexia, I had to explain to all 
the teachers why I haven't been to College and why I couldn't cope 
and that I had been diagnosed with dyslexia and I couldn't cope with 
it. I thought they would all be unhelpful, but they weren't, they were 
very nice. It wasn't like I thought. I thought it would be a really 
horrible experience. Penny) 
It was noticeable that some of the respondents were surprised by the positive 
reaction of their tutors. Obviously jenny was concerned that the negative 
experiences she encountered at school would be repeated when she moved onto 
College. Some staff were probably already aware of the needs of dyslexics because 
this group was viewed as part of the non-traditional group of students access was 
designed to attract. The positive reaction of staff helps the individual student to 
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believe that they will be able to achieve academically. This may result in them 
having a much-improved educational experience, which might make the difference 
between them achieving their qualification, or not. If anything, it may help to 
encourage the individual to carry on with their studies when they experience 
difficulties. This is particularly evident when comparing the respondents' 
experiences of education before and after they discovered their dyslexia. Jane 
recalled the effect of the positive support offered to her by one lecturer. 
I think the lecturers who look on the positive side of dyslexia helps 
to put back the confidence into your abilities. I think they have all 
been really great with me. (Jane) 
It is important to ask how these lecturers gained their knowledge of dyslexia. The 
lecturers' awareness of dyslexia could be attributed to a range of factors. One may 
be the previous experience these individuals gained from teaching dyslexic 
students on access or other College courses. Previous contact may have helped 
these lecturers to develop an understanding of the barriers facing disabled 
students. From this experience they are probably drawing upon previously used 
support strategies, which could possibly explain some of the individual support 
techniques which the respondents talked about. This explanation is likely, since all 
but one of the Colleges which participated in the second stage of the research had 
regular experience of dyslexic students enrolled on their access programmes. 
Alternatively these lecturers may have experienced in awareness-raising 
programme at their College, which introduced them to the characteristics of 
dyslexia and the barriers these people face within the educational environment. 
Some of the Support Tutors who were interviewed during the main stage of the 
research mentioned disability awareness courses, but they were not part of a 
rolling programme. The small size of the College may also help lecturers to gain 
knowledge of the Support Services available to disabled students, and of their 
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colleagues' experience of supporting dyslexic students. These methods of 
discovery seem more likely, Dewhirst (1995) discovered that academics were not 
provided with any specific training on dyslexia as part of their professional 
development. 
Negative prior educational experiences can clearly act as a barrier which stops the 
respondents from "coming out" to their lecturers about their dyslexia, for fear of 
ridicule. Some respondents recalled individual lecturers displaying a negative 
reaction to their dyslexia. It is important again to remember that these respondents 
had already encountered positive experiences. Tom recalled one lecturer not 
wanting dyslexics to take her subject. 
She wanted to get rid of us, but there was no way I was going to go. 
The way it was done was her telling you 'I don't think you can cope 
with this, go onto the AS Level, ' which Jane did but I wasn't going to. 
I thought I might try the A level, but I now realise that it would be 
absolute madness, especially the working circumstances as well as 
having to work all hours god sends at times. It was difficult in that 
sense. (Tom) 
This lecturer displayed a negative attitude towards dyslexia, perhaps because she 
had a prior negative experience of dyslexia. Support for this view comes from 
Tom, who provides an explanation for the negative lectureractions he cited earlier. 
I feel this particular lecturer has had bad experiences In the past 
with those who are dyslexic with not perhaps understanding what Is 
required. (Tom) 
Tom goes on to provide another reason why this lecturer may have displayed a 
negative attitude towards dyslexia: 
She just didn't want anybody that would fall her subject. I think she 
was concerned about people being left behind, and I think she 
perceived dyslexics as being Individuals who would be left behind. 
(TOM) 
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With previous experience, or lack of it, being the rnost likely explanation for a 
negative interpretation of dyslexia, it suggests a need to continually raise 
awareness of dyslexia and other disabilities within and outside the educational 
environment. Whilst not wanting students to fail is understandable, one should 
question why this lecturer thought dyslexics would not be able to cope? James 
provides one explanation. 
The [subject] teacher said * It is not a big problem [respondent] you 
will soon get round that. ' In contrast my [another subject] teacher 
said my struggling to write an essay is nothing to do with dyslexia, it 
Is just to do with numbers. Then you go to the [another subject] 
lesson and they say dyslexia Is to do with the written word, word 
blindness and nothing to do with numbers. I feel like nobody seems 
to know what is happening. Its just seems strange that trained 
lecturers and teachers have no awareness of the disability. (James) 
It is possible that the lecturer to whom Tom and James refer, displays a negative 
reaction to dyslexia because they do not actually understand what is dyslexia. The 
problem here is that through their own teaching experience they encounter one 
type of dyslexia and apply it, across the board, to other dyslexic students. This 
results in some dyslexic students, who fit the interpretation academics have of this 
disability, benefiting through appropriate support, whereas the student who does 
not fit loses out academically. 
This negative picture of dyslexia suggests that having little or previous or no 
experience can play an important role when shaping individual lecturers' attitudes 
towards this disability. These encounters do create a worrying picture, because 
they show that at an Institutional and individual level there is limited (or no) 
understanding of dyslexia. At an Institutional level it seems there is no effective 
conununication or links, such as screening or referral procedures, between the 
Support Services and lecturers. If there were, it is unlikely that James would have 
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encountered different interpretations of dyslexia -it College B and he would have 
had a much more positive educational experience. 
8: 4 Coming to terms with dyslexia 
8: 4: 1 Unsure whether they wanted to be dyslexic 
The respondents were the uncertain about whether they wanted to be dyslexic. 
Their experiences are grouped around four headings. 
Shocked to be dyslexic. 
it was a bit of a shock when you first hear about dyslexia. It takes a 
bit of time to adjust to that, but yes it is a relief, because now I know 
what my problem is. I always used to wonder what my difficulties 
were. (Simon) 
At the end of the assessment I remember the Educational 
Psychologist telling me that I displayed the signs of dyslexia. I just 
remember feeling shocked after I heard the word. (Jenny) 
These individuals were shocked to be dyslexic because they had thought there was 
no explanation for the difficulties they had encountered within the educational 
system. Instead of attributing their difficulties to dyslexia, the respondents 
possibly felt that they were just slow learners. The feeling of shock is reinforced at 
two levels. Firstly the respondents feel different to their peers, because of the 
dyslexia label. The difficulty here is that the discovery of dyslexia may help to 
isolate the respondent from their peers because they have no knowledge of 
dyslexia. Secondly, the discovery of dyslexia provides an explanation for the 
difficulties they have encountered earlier with their education. Through the 
appropriate explanation of dyslexia the respondents possibly feel that they can 
now achieve academic success, because they have a better idea of their strengths 
and weaknesses. 
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Feeling embarrassed about being dyslexic: 
I was slightly embarrassed about being dyslexic because it seemed 
at that point an extremely embarrassing thing. At times I felt that 
with being dyslexic that I was a failure. (Tom) 
It took about 2-3 weeks to accept that I was dyslexic. I don't know, it 
was almost like I didn't want dyslexia to be the excuse for why I 
couldn't read and write, because it was so embarrassing to admit 
this to lecturers, family and friends. (Jane) 
These respondents felt embarrassed about the discovery of dyslexia because they 
thought it meant there is something wrong with them as individuals. These 
respondents felt embarrassed, because the confirmation of dyslexia reinforced their 
own feelings of being an academic failure. Tom and Jenny have learned this 
attitude, probably through the negative representation of dyslexia by academics, 
the media, fellow students and their parents. They also feel embarrassed because 
the discovery of dyslexia reinforces their feeling of difference between themselves 
and everybody else. 
Feeling upset about being dyslexic. 
I was upset for a couple of weeks that I was dyslexic. It was only 
until I got over this that I could sit myself down and think 'Ok you 
are dyslexic but don't worry about it, you can still do what you are 
doing, ' I was just grumpy. (Jane) 
Yes, I felt upset about being dyslexic. I felt that there would be a 
stigma in an academic situation, such as College or University, to 
somebody who is dyslexic and hence I was frightened. I think it was 
a quite a natural thing. rfom) 
These individuals were upset about discovering that they were dyslexic because 
they felt that their lives had been turned upside down through the discovery of 
this disability. Again they did not want to be dyslexic because they were worried 
about the negative representations of this disability and how it may affect them 
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whilst at College, as well as their relations with family and friends. There is also a 
realisation that dyslexia can act as a barrier, which prevents the individual from 
achieving academic success with their lives, because dyslexics are represented as 
individuals who have difficulties communicating with the written word. It is also 
noticeable that after the initial period of discovery the respondents have a much 
more positive attitude towards their dyslexia. This is possibly because they realise 
that they can access support and develop strategies to enable them to deal with the 
problems dyslexia creates. 
The fourth heading was feeling angry about their belated discovery of being 
dyslexic. 
If there are any feelings of anger or frustration it has been the time 
taken to discover that I was dyslexic. I realise that I have a condition 
that you could say is different from the norm. That doesn't bother 
me. I think I don't even know what normal is. I don't think any of us 
do, we only wish that we are and not to be labelled differently. 
(Daniel) 
Daniel felt angry because he feels that he had been let down by the educational 
system, through the failure of academics to recognise his dyslexia earlier and to 
provide appropriate support. Norman is also wondering why his dyslexia had not 
been discovered earlier within his educational experience and what might have 
happened to his life if his dyslexia had been discovered at an earlier stage. He felt 
that he would have achieved academic success earlier, if his dyslexia had been 
recognised. Norman, whilst being angry about the discovery of dyslexia, did not 
mind finding out because it provided him with an explanation for his difficulties. 
However, he is aware of the fact that his dyslexia will result in him being labelled 
as different, which can clearly havea positive or negative effect within his life. 
These different reactions to dyslexia demonstrate the range of the respondents' 
reactions to the confirmation of this disability. Their reactions were mainly 
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negative, which suggests these individuals did not want to be dyslexic because 
they feared, as already mentioned, that they would stand out as different to their 
peers. These respondents also displayed negative feelings because they are 
wondering what would have happened to their lives if they had found out earlier. 
It is also important to note that even when the respondents are aware of their 
dyslexia, they remained uncertain whether or not they would achieve academic 
success. This is understandable because it is likely that their self-confidence would 
be low and, therefore, they are tentative about looking to the future. Also these 
feelings of uncertainty display the respondents' lack of knowledge about dyslexia, 
which is understandable, because how would they know? The only way would be 
if they were fortunate enough to discover their dyslexia before access, therefore 
having the opportunity to becoming familiar with this disability and the way it 
affects them. If not, they would have to wait until their assessment before they 
received detailed information. The feedback provided by either the Support Tutor 
or Educational Psychologist about the assessment findings would be a starting 
point that could enable the respondents to progressively develop an 
understanding of their disability and the way it affects them. 
Af ter accepting they are dyslexic, the responden ts seem to d evelop a more positive 
attitude towards their disability. Four of the respondents talked about being 
pleased that they discovered their dyslexia, because it provided an explanation for 
their difficulties: 
It was a shock In one sense, but it Is good to know that there is an 
explanation for my difficulties. It is better to be dyslexic than to be 
classified as stupid. (Tom) 
When I initially told my mother I was dyslexic she was devastated, 
she kept saying 'perhaps I should have made you do better at 
school. ' I was trying to explain to her it wouldn't have made any 
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difference, and in fact that it was better to have an explanation for 
my difficulties. (Jenny) 
People would ask me 'why didn't you do this or that with your lifeT I 
would tell them it is because I am dyslexic, and I would say I was 
happier to know that I was dyslexic, because it provided an 
explanation for the problem I had encountered in the past. (James) 
Daniel talked about the discovery of dyslexia providing an explanation for his 
difficulties at school: 
I could say that it gave me a peace of mind, the discovery of dyslexia. 
Once and for all that is why school was no good for me, that's why I 
wasn't capable of achieving academic success. It made me frustrated 
because nothing was done about it when I was at school. I felt that I 
had been let down by the education system. (Daniel) 
He also mentioned that the discovery of dyslexia helped to develop an 
understanding of his capabilities: 
The discovery of dyslexia gave me the peace of mind that allowed me 
to accept my condition so much easier and make allowances for it. 
Other people can make allowances because they have an 
understanding of why your spelling isn't that good and they perhaps 
support you. (Daniel) 
There are many reasons why the respondents were pleased about their discovery 
of dyslexia, but one of the main reasons may be that they realised that the 
difficulties they had experienced earlier within their lives were not their fault. So 
instead of the respondents believing that they were not capable of achieving any 
academic success, it is likely that these individuals may now believe that they can 
achieve this goal. These respondents feel that they have a second chance with their 
lives because they have another opportunity to improve their life opportunities 
thanks to becoming aware of their dyslexia. 
After the discovery of dyslexia, one needs to question whether or not these 
individuals would face new barriers? This is likely, because whilst having to 
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overcome the barriers they face because of dyslexia, these individuals may face 
new obstacles such as age hampering them frorn improving their lives. Instead of 
facing one barrier the participants could face multiple barriers, such as disability 
and age. Whilst discovery of dyslexii is often most welcome, the longer it takes to 
establish what the problems are, the longer the individual misses out on life 
changing opportunities such as important career opportunities. Younger dyslexic 
students have the time to get used to their dyslexia and can develop the strategies 
which will enable them to achieve academic success, therefore, improve career 
opportunities. 
8: 4: 2 Lack of understanding about dyslexia 
Whilst further exploring the respondents' experiences about coming to terms with 
dyslexia, they talked about the lack of understanding of this disability both within 
and outside the particular College at which they are studying at. Four of the 
respondents talked about the lack of understanding of dyslexia. 
We once had a replacement English lecturer, who thought one 
student wasn't paying attention in his class. [Support Tutor] knew it 
was nothing to do with him not paying attention, but Instead to do 
with his dyslexia because It affected his attention span. (Simon) 
Another thing is that a lot of people do not understand what dyslexia 
is and they still have no Idea what it means. The problem is my 
nephew has been to University and he was dyslexic and so he 
thought I wouldn't have any problems. Again they haven't got the 
understanding that there are degrees of dyslexia, which I didn't 
know because of the way it's talked about. (Simon) 
In several places It doesn't do to tell various people that I am 
dyslexic, such as the kids that I teach at the local church and those 
of the local choir. it wouldn't do to tell their parents because their 
understanding of it would be limited. This Is understandable 
because prior coming to College my understanding was very limited 
as well. (Tom) 
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I think there is an attitude and lack of understanding of dyslexia 
throughout society. If you say you are dyslexic, some people say 
'that's ok and we don't mind. ' This Is the feeling I have got from 
people who I have met in and out of college. (James) 
It is, important to establish why there is a limited knowledge of dyslexia. One 
reason why is because dyslexia does not fit into society's perception of disability 
(Riddick et al, 1997). This is because dyslexia, as with other hidden disabilities such 
as deafness and epilepsy, does not fit into society's perception of disability. 
Dyslexia is hidden, instead of a visible physical or sensory disability, which is 
more the accepted norm throughout society. Alternatively, there maybe a limited 
knowledge of dyslexia because it typically only affects an individual within 
specific contexts, such as the educational environment. 
If any of these explanations are accepted -is a reason for limited knowledge it is 
understandable why these respondents, in particular Tom, were cautious about 
being open about their disability. The concern would be that they would be treated 
differently (avoided, ridiculed or punished - like other di 'I S,bled people) when non- 
disabled people discovered they were dyslexic. 
8: 5 Discussion 
From the respondents' experiences of dyslexia whilst on access, following the 
principles of Grounded Theory, it is necessary to provide substantive, formal and 
culumative explanations of the interview data. 
The variation in the knowledge of dyslexia between people in support services, 
lecturers and the respondents' families, helps to specifically make sense of the 
participants experiences of dyslexia whilst on access. The problem with this 
variation in knowledge is that it does not guarantee from one individual to the 
next, whether or not the respondent would have a positive experience of access. If 
individuals from the College Support Service, lecturer and the respondent's family 
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have knowledge of dyslexia, it increases the chance of the student receiving 
appropriate support (Riddick, 1996; Gilroy and Miles, 1996; Krupska and Klein, 
1995). 
It is now necessary to consider what this variation in knowledge meant for the 
dyslexic respondents. Starting with the Institutional Support Service, the dyslexia 
assessment emerged as an important part of the students' experience whether it is 
-in-house" or not. This is because it has the power to determine whether or not the 
individual is dyslexic, and therefore able to obtain the support they need to help 
them with their studies. As the dyslexia assessment is a tool to provide the 
individual with a second chance, there are already barriers in place that are 
preventing an individual from achieving this goal. One barrier that the 
respondents had to overcome was the cost of tile dyslexia assessment. The problem 
of high cost is that it has the potential to stop an individual from finding out 
whether or not they are dyslexic, therefore excluding this non-traditional group 
from receiving support. The high cost has the potential to limit the number of 
people who are aware of their dyslexia throughout society, and therefore to limit 
the opportunities available to them to enhance their life opportunities. As already 
shown, Colleges have attempted to tackle this issue through providing "in-house" 
screening assessments, which are now part of Further and Higher Education 
(Cottrell, 1996; Riddick, 1997; NWPD, 1999; Gilroy and Miles, 1997) before 
referring the individual toan Educational Psychologist. However, it is important to 
recognise that the success of the in-house assessment is dependent on experienced 
and appropriately qualified staff, which on the whole was the case for all the 
Colleges apart from Institution B. It is likely that discovery of dyslexia will only 
occur for those who can afford to pay for the assessment, or who, are fortunate 
enough to select a knowledgeable staff and Institution. 
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By recognising that there is a variation in the knowledge of dyslexia, it raises the 
question whether Student Support Services are really helping the student, or their 
Institution? The research undertaken with Learning Support staff that aimed to 
provide an insight into the support available at each participating College would 
suggest these individuals are attempting to support dyslexic students instead of 
the earning funds of the Institution. 
All I was told I had to do this year as far as the College was 
concerned was make sure I covered my own salary and those were 
my Instructions and the rest of it really has been what I have chose 
to make out of it myself. My main aim has been to provide as much 
support I possibly can within existing financial constraints. 
(Learning Support Tutor, College E) 
However, there was recognition that the cost of a dyslexia assessment has the 
potential to restrict staff from helping these individuals. This view is reflected 
through Tom's experience of being assessed. 
I had an initial interview with ... [Learning Support Tutor] ... and she 
seemed to give me a thumbs up that I was certainly dyslexic. 
However, she told me that it could only be confirmed when money 
came through to get an official report. It took some time before such 
a report was issued. (Tom) 
By highlighting the commitment of staff to help the student find out whether or 
not they are dyslexic, the problem seerns to occur higher up within the Institutional 
structure or with the Funding Council itself. Within the Institution senior 
management are possibly restricting funding for externil assessment because they 
either have limited (or no) funding in place to undertake external assessments. 
This concern is highlighted by Gilroyand Miles (1996), when they recognised that: 
... a full assessment 
by a psychologist is expensive and there may be 
problems over funding it. Tutors at some Colleges are being asked 
to be as certain as possible that a student is dyslexic before sending 
him on to the psychologist. (Gilroy and Miles 1996,10). 
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One explanation for Colleges taking cost into consideration when providing an 
external assessment or not, is the funding requirements placed on them through 
the FEFC which makes: 
... it a condition of funding for each College that it endeavours to 
enrol at least the same number and proportion of students with 
learning difficulties and / or disabilities as In the previous year. 
(98/02, PA. 
The difficulty in predicting the number of dyslexic students enrolling on College 
programmes from one year to the next inay result in Institutions under estimating 
the number of dyslexic students, therefore not having enough funds in place to 
provide assessments. This system of funding therefore seems to favour students 
who are already aware of their dyslexia, instead of the respondents, such as Jenny 
and Tom, who became aware of their disability whilst on access. It is the way in 
which the FEFC provides funding to meet the needs of dyslexic students that 
creates the barrier which preventsan individual from being assessed externally for 
dyslexia. Funding has probably been provided in this way by the FEFC to pern-dt 
them to quantify the amount of money required to meet the needs of dyslexic 
students. The difficulties facing Institutions, as well as support staff are that in 
attempting to meet the needs of dyslexic students they have to balance this 
requirement with the need to survive a competitive Further Educational market 
(Lucas and Mace, 1999). 
In recognising the significance of the dyslexia assessmentas providiiig a passport 
towards possible academic success, it is important to recognise the impact of 
Student Support Staff and College matiagement. The success of the internal 
assessment is dependent on coming into contact with Support staff who have 
knowledge of dyslexia and who are able to recognise the characteristics displayed 
by the student. And, just as important there is also an emphasis on staff being 
qualified to undertake one of the niany methods of assessment, whether it is the 
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Bangor Dyslexia Test (Miles, 1982 1997 & 1993), Dyslexia Adult Screening Test 
(DAST) (Nicolson and Fawcett, 1997) or an interview with a member of staff 
(NWPD, 1999). 
The significance of coming into contact with a member of staff who can recognise 
dyslexia and provide an assessment is that it can help to empower the student 
through making them aware of their strengths and weaknesses as well as the 
support available. However, it is important to recognise that there is the potential 
for Support staff not to recognise dyslexia. Singleton et al (1998) highlights this 
issue, when they found many Universities relied on experienced and 
inexperienced staff through a variety of different methods of assessment, such as 
checklist or interview. Whilst this example highlights Higher Education, the 
research supported a similar picture of the position of dyslexic students within 
Further Education. The problem with using staff with varying levels of experience 
of dyslexia and different methods of assessment, is that an individual student may 
not discover they are dyslexic, therefore, be unable to gain the help needed to 
achieve acaden-dc success. This issue was reflected within the research, with one 
SupportTutor thinking a specific student was dyslexic, but her external assessment 
stating that she was not. The problem with this approach is that the confidence of 
the Support Tutor would be undermined in recognising dyslexia especially when 
cost of making assessments plays an important role in deciding when and how an 
individual will be assessed for dyslexia. The effect of this experience is that the 
Tutor is, perhaps, more reluctant, or thinks twice about making a referral to an 
Educational Psychologist, when they thinka student is dyslexic. 
Turning to the access programme itself, it is important to consider the impact of 
College staff in discovering whether or not the individual student is dyslexic. 
Access staff have the power to determine whether or not a student has a positive or 
negative experience of education through the discovery of this disability. Access 
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staff had possibly gained their knowledge of dyslexia through a range of prior 
experiences. This was reflected in the research, in Jane's experiences, who recalled 
staff telling her that they became aware of dyslexia through different methods such 
as teaching dyslexic students beforehand and knowledge of the Institution's 
support service available to this group, Recognition of this varied approach is 
displayed by Hurst (1999) who found that academics within post-Compulsory 
Education, who have not been required to undergo training on issues such as 
disability are likely to gain knowledge through prior experience, Furthermore, 
lecturers, who have no knowledge of dyslexia, are in a similar position to the 
students, who are also unaware of this disability and are, therefore, dependent on 
coming into contact with knowledgeable staff or students. If they do, it is likely 
that each lecturer may have varying degrees of knowledge, as reflected by James 
and other research (Hall and Tinklin, 1998). 
Moving onto the farrdly reaction to dyslexia, a negative reaction can act as a barrier 
that prevents the individual from achieving academic success. The respondents' 
families were displaying a negative reaction to this disability, perhaps because 
they had little knowledge of dyslexia. This is not surprising because how would 
they know about dyslexia unless they were fortunate enough to hear about it, 
before or during the respondent's experience of education? It seems that, if 
discovery is to occur, there is a dependence on coming into contact with 
knowledgeable teachers or lecturers who can present the discovery of dyslexia 
within a positive context, as reflected within this study and other research (Hall 
and Tinklin, 1998; Silver and Silver, 1998). The respondent's family would 
probably believe teachers or lecturers, because they are perceived as individuals 
who can provide in accurate assessment of acadernic ability. The positive 
representation of dyslexia byacademics mayalso help to support the respondents' 
explanations of dyslexia. The respondent's family probably displayed a negative 
reaction because these individuals may not have recognised. dyslexia as an actual 
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disability, therefore, viewed any explanation as an excuse (Riddick et al, 1997). 
This is possibly because the respondents recognise visible disibilities, such as a 
wheelchair user, as fitting more with their definition of disability. 
There are a range of within-family factors that affect whether or not there will be a 
positive or a negative reaction to dyslexia. Some of these factors could be linked to 
family attitudes towards education in general and to their social class background. 
Turning to family attitudes to education, Riddick et al (1997) provides one 
explanation for the respondents encounterhig a mixed family attitude, which is 
that positive relationships occurred with some of the respondent's families, 
because they had a higher level of education, therefore, greater recognition of the 
mismatch between the child's reasoning abilities and literacy skills. She goes onto 
suggest that negative relationships occurred with the families who had a limited 
experience of education, and who, were apparently less likely to recognise their 
child's reasoning abilities and difficulties with literacy skills. The problem with this 
varied reaction is that family response can affect whether or not the individual 
decides to seek help with their studies or to further their education through 
programmes such as access. 
Another within-family factor which may have influenced reactions to dyslexia is 
social class background. Riddick (1995) highlights the belief that dyslexia was a: 
... term 
favoured by middle class parents who could not accept that 
their children were slow. (Riddick 1995, p. 470). 
it is therefore possible that dyslexic children from middle class backgrounds will 
have their disability recognised and appropriate support provided. White middle- 
class parents favour dyslexia - is it likely that dyslexia would not be recognised by 
working class families? Instead of recognising dyslexia would such families 
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interpret this explanation as an excuse for the failure to perform academically? 
However, Riddick (1995) shows that: 
... there were no discernable differences between the views of working 
class and middle class parents on this issue. (p. 470). 
It is possible to suggest that family reaction to dyslexia occurs irrespective of class. 
Whatever the family reaction is, the reaction of the respondent's family can 
influence how the individual interprets their dyslexia, whether it is interpreting 
their disability as "unproblematic" or "something of which to be ashamed. Scott et 
al (1992) had a similar view, when they found the dyslexic respondents identifying 
the support of their parents as critical in helping thern to cope successfully with 
their difficulties. 
A formal interpretation of the respondents' experiences of dyslexia is that the 
hidden nature of dyslexia itself contributes towards the variation in knowledge of 
this disability within society. The difficulty is that not everyone can tell whether or 
not an individual is dyslexic, and how itaffects the person in their life's. The ability 
to meet an individual who has knowledge of dyslexia can make all the difference 
between whether or not a dyslexic person will receive appropriate support to help 
them reach their full potential. An element of chance comes into play, which is 
reflected in the majority of the respondents not discovering their dyslexia until 
they started access. This experience is hardly surprising as the respondents were 
benefiting from the greater commitment of support for students within Further 
Education, and the increased awareness of the needs of disabled students through 
both the Tomlinson Report (FEFC, 1996) and the requirement on Colleges to 
produce Disability Statements [Disability Discrimination Act (1996)]. Furthermore, 
with the respondents only discovering their disability whilst on access, it suggests 
that a high proportion of people may not be aware of their dyslexia, therefore, 
unable to meet their full potential within their education or their career. Limited 
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knowledge of dyslexia could explain why there is partial discovery and 
recognition of this disability. Again the limited knowledge of dyslexia, whether it 
is at College or at home, could be explained by this disability not fitting with 
society's traditional interpretation which is more focussed on tangible disabilities. 
The varied knowledge of dyslexia can, therefore, reflect the wider position within 
society that dyslexia is not recognised as a disability. Riddick et al (1997) reported 
one participant's view that: 
... people would be far more inclined to recognise his difficulties if he had a white stick or a guide dog. (p. 44). 
Dyslexia is not easily recognised within society because it is a hidden disability, 
therefore, it is hard to determine what type of support should be provided. This is 
because dyslexic people are perceived as no different to their non-dyslexic peers. 
For example, Lindesmith et al (1975) state: 
those they confront on a daily basis will 'appear to be normal. ' ýiiey 
will walk normally, speak intelligently, not have sight or 
hearing impaired, have the usual level of physical stamina, and be 
able to follow the train of a normal conversation with relative ease. 
(p. 535). 
The limited recognition of dyslexia vvithin society suggests a need to change 
peoples' attitudes perhaps by education, that there are both hidden and visible 
disabilities within society. 
Within education, each sector's (Compulsory, Further and Higher Education) 
approach towards supporting dyslexic students can contribute towards creating 
limited recognition. Whether this is through Statementing via LEAsat Compulsory 
Education level; or applying to the FEFC for funding to support dyslexics within 
Further Education; or individual grants such as the Disabled Students' Allowance 
(DSA) and Institutional support to assist this group within Higher Education. The 
problem with these varied approaches is that dyslexic students, whether aware or 
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unaware of their disability, might not have their difficulties recognised or the 
appropriate support provided, in vvhatever sector they are studying. 
It is now necessary to join the substantive and formal interpretations together into 
a general explanation this suggests that dyslexia is not readily recognised within 
society, whether it is within the educational environment or by family, partners 
and friends; because it is a hidden, instead of a visible, disability. The term dyslexia 
has emerged to explain why sorne individuals learn differently, and do not meet 
the educational expectations a person is expected to achieve within their life's. The 
label dyslexia, therefore, reflects the need of society to categorise people. However, 
the problem with this approach is that it is separating people out as different from 
each other. The consequence of this division is that the minority groups, such as 
dyslexic people, will be perceived as "different" to the majority and treated 
negatively because they differ from the norm. Whilst dyslexia provides an 
explanation for how an individual learns differently, it has the potential to create a 
divided society through the label it provides. 
The picture that emerges is that there is limited knowledge of dyslexia and this 
affects the individual dyslexic within society. The lack of knowledge could 
probably be explained by dyslexia being a hidden instead of a visible disability, 
which places an emphasis on corning into contact with knowledgeable individuals 
who can recognise it and provide appropria te support. Such opportunities help to 
determine whether or not a dyslexic student will have a positive experience of 
education and of the wider society. 
235 
Chapter 9 "There are some nice people on access, 
who are willing to help each other. " 
Experiences of relations with other students 
9: 1 Experiences of studying with fellow students 
9: 1: 1 Experiences of studying with mature students 
The respondents talked about the relationships they formed with fellow students 
who studied the same subjects. The most significant factor to emerge was that the 
respondents formed closer relationships with fellow students. 
Those who are on the same subject you tend to form better 
relationships with. This is simply because you are studying the same 
thing and you are talking about the same subject. Basically you're 
interested in their work as well as your own. (Simon) 
In contrast the relationships with fellow students not studying the same subjects 
were more superficial. 
Where as with other courses your Interest isn't as deep so you don't 
form that much of a relationship unless they are in trouble with 
their subjects. (Simon) 
it is more understandable that the respondents formed closer relations with 
individuals studying the same subjects because they have something more in 
common with each other. When exploring the respondents' experiences three areas 
emerged as important to studying with fellow students. 
Collecting notes for each other: 
We would phone each other up and say I'm not going to make it 
today can you make my excuses and get me the notes and handouts 
and drop them in on the way flome. '(Jenny) 
Yes but I think that goes for everybody, we would always collect 
notes for each other. If some one were absent the lecturers would 
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say 'You will see that such and such gets the notes that they missed, 
irrelevant if they were dyslexic. ' (James) 
I could always rely on my wife, who was doing the access course as 
well to collect notes for me if I missed any lectures because of my 
work commitments. (Tom) 
I would say its common practice, if somebody doesn't attend. Say if 
photocopies are handed out, we will always take a copy for 
somebody else. We would photocopy all our work on request for the 
student who didn't attend. (Daniel) 
That was one good thing about my fellow students because they 
would always collect notes for me if I asked them to. I could always 
rely on them. (Norman) 
These experiences show that each respondent was treated no differently because of 
their disability, which suggests on certain occasions thit dyslexia is not a barrier 
when forn-dng relationships students. As mentioned before this could be because 
fellow students identified dyslexia as a similar barrier to those that they 
themselves have to overcome, therefore, they look to each other for support 
because they have something else in common. Alternatively, through their 
interaction with the respondents, they realise dyslexia does not hamper 
relationships. 
Providing subject specific support to their peers. 
I did help them out with this one essay, that I thought I had done 
really well on. I was telling them all what books to read. So that's 
how I would help. (Jenny) 
There was camaraderie definitely between us all because we always 
helped one another out with work. I've lent work out and supported 
various Individuals with essay writing, showing them work, allowing 
them to read through work of mine. (Daniel) 
At the start this woman did not know what was happening in 
Sociology so I helped her out. I used to try and explain things In not 
too much depth, so she would not get confused. I always remember 
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her asking whether or not Karl Marx was one of the Marx brothers. 
Wames) 
The respondents also talked about how fellow students helped them as well: 
Yes, I should say especially in Mathsl Everybody was grateful with 
the help that we provided each other in this subject. That is 
probably the best example because I only came across one person 
who was good at Maths. (Simon) 
Oh all sorts of things. Everything from sitting down and providing 
each other with emotional support, to looking at work from an 
academic point of view. In particular, my wife was the best because 
she would cast her opinion over the whole piece of work. It was like 
having your own sort of mini lecturer and second brain on the case. 
(Tom) 
In IT I would have people type things in for me. Like the other week, 
you had a certain amount of information you had to type in before 
you could do the task. This girl typed the Information In for me so it 
would build the speed side of it up. (James) 
Yes, mainly in Sociology. One of the girls who did her access last 
year came back to take the A Level exam. She came over once or 
twice at the beginning of the course to explain things and give you 
notes from last year's course. She would just expand on what had 
already been taught. (Jane) 
A friend of mine, who has just about completed one task in 
Information Technology, said he would make me a duplicate disk so 
I could submit the work. It's not a matter of wanting to cheat, but 
sort a show of support amongst students that we'll help one another 
out where we can, because time Is limited. I've done that for others 
too. (Daniel) 
These various experiences show that access tudents rely on each other to achieve 
acaden-dc success. The significance of relying on each other is that it suggests these 
individuals are prepared to adopt any strategies that would allow them to achieve 
this success. This helps to create a more inclusive educational environment because 
disabled and non-disabled students are working towards the same goals. This 
potentially may lead to an increased knowledgeand awareness of dyslexia by non- 
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disabled students, which could help towards tackling the obstacles disabled people 
face, both within and outside the educational environment. These experiences also 
suggest that, in certain instances, dyslexic students are better at some subjects, or 
specific parts of them, than their non-disabled peers, which shows that they are 
capable of providing academic support. 
The third area that the respondents talked about was fellow students providing 
general support and encouragernent. Three of the respondents felt that this 
positive approach from their peers encouraged thern to stick with access. 
Yes you do get people who get disheartened and find it very 
frustrating and even difficult after 10,20 years of coming back into 
education. The motivation from fellow students on the same course 
helps because it encourages you to stay, because we are there for 
the same reason. So my motivation and that of others helps to keep 
you going. (Daniel) 
I felt very easy amongst my fellow students. Yes, definitely, I think 
there was a bond that helped me to stay on the course when things 
got tough. (Tom) 
Yesl They would say 'oh you've got this far you can't give up now 
you've got to keep up with it. 'The access co-ordinator also said 'you 
know you've got this far now you don't want to leave It nowl'(Jenny) 
The respondents experienced this form of support because, irrespective of their 
disability, their peers realise that a return to education would be a struggle. 
Therefore, disabled and non-disabled students are providing each other with 
encouragement to help them overconie tile barriers they would face on their return 
to education. Alternatively, the support occurred because access students are 
looking to achieve the same goal, therefore, encouragement is provided as a matter 
of course: 
We supported each other because we've all got the same aim in life, 
even though some of them have gone off to do midwifery, nursing. 
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We've all got the same goal, we all want that extra bit of paper which 
will lead to our access qualification. (Jenny) 
Yeah, yeah if you're bad at one subject and you just want help you 
can always go to your fellow students for support. We are all in the 
same boat, so sometimes it helps. (Simon) 
The need to achieve the access qualification helps to create a feeling of unity 
between access students. It is noticeable from Jenny that the level of support you 
can expect from your peers is very much dependent on your mode of study. 
You don't really get the same 
enrolled on the course part-time. 
mucked in together. If you were 
up and they would keep the not 
support from your peers whilst 
On the full-time course everybody 
sick you would phone one of them 
es for vou. But whilst I have been 
part-time there has been no phone number swapping. You're sort of 
left on your own. I suppose it is understandable because everyone 
has commitments. (Jenny) 
It is understandable that this respondent felt isolated through the part-time route 
because it is designed more for individuals who have outside commitments and 
are only interested in the academic experiences that access can provide. 
9: 1: 2 Experiences of studying with non-mature students 
When exploring the respondent experiences t1ley also talked about sLudying with 
non-mature students. The most significant characteristic to emerge was a divide 
between these two groups which was based around the respondents having more 
life experiences than their peers. 
Mature students are more kind of understanding and obviously have 
more life experiences than my younger colleagues. I mean I do my 
English with 16 and 17 year olds. I kind of like their ideas, but they 
are very limited and they iness around In lectures, which does not 
help when you are trying to work because you lose your 
concentration. (Jane) 
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I think they haven't got the experience of life, the outside world. They 
don't know what it's really like to be on the outside because they 
have their parents at home to support them and they rely on them. 
(jenny) 
For English some of the 19 year olds that I study with can't relate to 
the texts that we are being taught because they do not have the life 
experience. (Tom) 
This difference in life experiences occurs because the non-mature students are 
younger than their fellow access students. It is also understandable that a 
difference would occur because both sets of students would have different 
educational priorities being at different stages of their lives. If anything, non- 
mature students would be looking at their experience of education as the first 
opportunity to achieve academic success. Whereas, mature students would be 
looking at their return to education as another chance to gain academic success. 
The problem here is that this difference may result in little understanding of the 
needs of both groups within or outside the educational environment, which 
potentially may influence the level of disability awareness. To an extent this is 
shown through Norman's feelings towards the non-mature students he came into 
contact with in his English group: 
I've got no time for them. I'm really not interested In getting to know 
them because they are not here to learn, but instead to just have a 
laugh, which does not help when you are trying to study. (Norman) 
The danger here is that these negative attitudes, which may be well founded or 
not, could potentially influence the level of dyslexia awareness witliin arid outside 
the educational environment. This occurs through academics having the potential 
to shape a positive or negative image of dyslexia through the portrayal of the 
disability to fellow academics, students and the respondent's family. This 
particular concern seems to be very much dependent on how a mature student 
would react to studying with a non-mature student, because some of the 
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respondents identified advantages of studying with this group. Jenny preferred 
working with non-mature students when she used a computer: 
Yes I do not like studying with non-mature students except for when 
it comes to computers. I think the younger students find it easier to 
get on with computers. The older you are, you don't get on with them 
very well. They're not afraid of making mistakes, whereas You're 
older and you do, you worry about making a mistake. And they 
don't. I've found that sometimes when I've been in the IT workshops 
and something has gone wrong I can turn to one of the younger 
students and they will help me. I do not think I would do that for 
subjects such as Sociology and Psychology. (Jenny) 
Tom also sawan advantage of studying with non-inature students. 
I think it's good for the access students to study with the younger 
ones. This is because the 19-20 year olds do not have any 
understanding of the literature that speaks of marriage and of 
having children. It speaks of life which through no fault of their own, 
they have not experienced. So you can help them to develop an 
understanding of what life might be like. (Tom) 
The advantage of studying with mature and non-mature students, in particular 
circumstances, is that both learn frorn each other, which may help both groups in 
achieving academic success. The significance of such an approach is that it creates 
an inclusive environment which helps to raise awareness of the needs of both 
groups, and which may lead to a greater understanding of the needs of disabled 
people within and outside the educational environment. 
9: 2 Experiences of relations with disabled students 
9: 2: 1 Meeting other dyslexic students whilst on access 
Nearly all the respondents talked about coining into contact with other dyslexic 
students whilst at College. They focussed on coining into contact with these 
individuals within both a pastoral and academic context. When exploring the 
respondents' pastoral encounters, they felt fellow dyslexic students provided them 
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with encouragement and support. Torn recalled how one fellow dyslexic student 
supported him by listening: 
When she's listening to you in a compassionate manner she is 
brilliant, absolutely brilliant. There's a lot to be said for that because 
it has provided me with support and encouragement when I have 
needed it. (Tom) 
Simon remembered how he and another dyslexic student helped each other out. 
We helped each other as much as possible. He has asked me for 
advice on his work and I would do the same thing. He would also 
ask me advice on getting a place at University, We would just help 
each other out as much as possible. (Simon) 
Jane talked about how she would listen to a fellow dyslexic. 
I think one of the greatest things I do for [fellow dyslexic] is listen to 
him when he is stressed out with his work. I think I help him to sort 
out the difficulties he faces with his work. (Jane) 
There are various ways in which the respondents provide pastoral support to these 
individuals. These different forms of support reflect the different ways in which 
they come into contact with fellow dyslexics. Torn and Jane were undertaking the 
same access course, therefore, it is understandable that both of them listened to 
each other because they probably faced similar barriers and could identify with 
each other. Whereas Simon provided more general support, perhaps because he 
was not able to fully identify with the individuals' needs because they were not 
studying together. Therefore, providing advice on getting a place at University 
would be more appropriate support. Through the participants coming into contact 
with fellow dyslexics, they realise these individuals have similar goals, which 
helps them to form a common bond. 
You have common goals, common problems, a common disability, or 
should I say similar disabilities. And so you can understand where 
one is coming from and you can relate to one another because you 
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are facing similar difficulties. You also don't feel like you going to be 
judged. (Daniel) 
Jane reinforced this view: 
I think the dyslexia has helped because we have both got something 
in common because it is likely that we will face similar difficulties 
within and outside college. (Jane) 
Because dyslexia helps to create a common identity bet%veen the respondents and 
fellow students it resulted in the individuals forming friendships, as the 
respondents recalled: 
With obviously [dyslexic student] yes, him and I have become really 
good friends as the course has progressed over the months. It is 
good that I can turn to someone who is facing similar difficulties. I 
have also become friends with other disabled students at the college. 
(Jane) 
Him and I have developed a good friendship. I understand how he 
felt and how he was able to work with it. So I think, yes, I've sort of 
bonded a bit more now, the fact that I have found his problems are 
the same to mine. (Jenny) 
Yes definitely myself and [dyslexic student] are good friends. I don't 
particularly believe that [dyslexic student] and I and [respondent 
wife] would have been great friends if it wasn't for dyslexia. (Tom) 
The significant factor to emerge here is that dyslexia is allowing the respondent to 
form a friendship with a total stranger, which may not have occurred if it was not 
for the disability. It is likely the support they provide is no different to what the 
respondents would provide to their non-disabled peers or what this group would 
provide to fellow non-disibled students. Because of the dyslexia the respondents 
could meet new people, therefore expanding on the number of friends that they 
have. However, the success in meeting new people is dependent on the 
individual's perception of dyslexii, because either a positive or negative 
interpretation could deterniine whether or ilot the individual would gain or lose 
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friends. 
Respondents recalled how they provided academic support to each other. Simon 
remembered how he and another student helped each other to attend their classes. 
We more or less generally supported each other whilst at College. He 
would have not always understood what was asked and he would 
not remember what day it was, so I would point him in the right 
direction. He would also do the same for me when 1 had a bad day. 
(Simon) 
Tom recalled how he and his wife provided one dyslexic student with support. 
[Respondent's wife] and I helped tier with various essays all the time 
because we thought it would be of use. It helped her with some of 
the essays, but not others. (Torn) 
Simon talked about how he would help a fellow dyslexic with his essays: 
I would help [fellow dyslexic] as much as I could with his 
assignments. It would be me trying to remember as much as I could 
from my support sessions on how to write essays. I think he found 
them useful. (Simon) 
The respondents supported fellow dyslexics because they identified with the 
acaden-dc difficulties these individuals would face. They may have provided this 
help because they wanted to develop confidence in their own and fellow dyslexics' 
academic abilities. Through this support they are developing their own knowledge 
and understanding of dyslexia, within and outside the educational environment. 
9: 2: 2 Awareness of other disabled students whilst at college 
Whilst investigating the respondents' experiences they tilked about meeting other 
disabled students throughout tile College. Three of tile respondents recalled 
con-ting into contact with other disabled students through the Support Services 
such as the Support Unit. 
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I remember meeting [fellow dyslexic] for the first time when I was 
attending the study skills session at the support unit. It was so good 
to meet a fellow dyslexic for the first time. (Tom) 
Daniel supported this view with his experience of a Support Unit. 
There was a mature student, a mother. She is physically impaired 
and it was about six or seven weeks ago that I remember her telling 
me In [support unit] that she was dyslexic. I also told her at the 
same time that I was dyslexic. (Daniel) 
He goes onto say that he meets a range of disabled students at this Support Unit. 
Only through [Support Unit] do I notice how many disabled students 
are attending this College. I suppose it depends on what you class as 
a disability, but I think there are a lot of students with a learning 
disability. (Daniel) 
Norman further supports this view with his experiences. 
The other dyslexic people I don't really have too much in common 
with them. They are all sort of 16 year olds. There's a girl called jo 
who is In the English Group, GCSE group and she's with [Support 
Tutor] on Thursday mornings. I don't find anything in common with 
the other dyslexics who come to the Support Unit because there is 
no common ground between them and access students. (Norman) 
The Support Unit provides a forum, which potentially allows disabled students to 
meet and come together. The significance of this is that it may help these 
individuals to feel that they are not alone within the educational environment. It 
has already been shown this may lead to the respondents forming friendships 
between themselves and other dyslexic students. The knowledge that other 
students are seeking help from a Support Unit may result in encouraging the 
respondent to look for help without fearing that they will stand out as someone 
different. When investigating the respondents' experiences further, one of the 
Colleges seemed to be adopting more of Lin inclusive approach than the other 
Institutions. 
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There are two or three individuals who are actually on my particular 
access course, who are not disabled, but who go to [Support Unit] 
and get extra English. There are also several Individuals who 
constantly receive extra Maths support. (Daniel) 
The significance of this approach was that it helped the respondent to feel no 
different to their non-disabled peers. If anything this approach may help to 
challenge the negative stereotypes disabled students face within and outside the 
educational environment. This support provision may also help to increase 
awareness of the needs of this particular group throughout the student body and 
among academic staff. 
9: 3 Experiences of dyslexia and fellow students 
9: 3: 1 Has not told others that they are dyslexic 
Four of the respondents recalled difficulty in disclosing their dyslexia to fellow 
students: 
Not told others because they thought they would be treated differently. 
I just think it doesn't really concern them. However, because of my 
dyslexia, I don't want them to think of me any differently than any 
body else who is studying for access. (Norman) 
I felt different from my fellow students to begin with really when I 
discovered that I was dyslexic. At the start I just did not want to go 
to College to start off with because I felt different. (jenny) 
At the time I discovered I was dyslexic I remembered my school 
experiences, when I was told you were thick and stupid, which made 
me feel different. All these memories came flooding back to me. 
(Jane) 
Jane goes onto to provide a particukir context in which she would feel different. 
I think at College the only way I feel different whilst at College is 
because I get more support than my non-dyslexic colleagues. I've 
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seen students who aren't dyslexic really struggle and I think poor 
things, which makes me feel guilty, (Jane) 
Embarrassed about being dyslexic: 
I was really embarrassed about being dyslexic. I think it would have 
been worse actually if I was the only person with it on the course, 
but meeting [fellow dyslexic] helped. (Jane) 
Jenny supports this view when she discovered that she was dyslexic: 
I was at the start really embarrassed about being dyslexic. This was 
because when I was a kid I had some really bad experiences, where I 
was always thought of being backwards or something, (Jenny) 
Feels there is a lack of understandingabout dyslexia: 
I find that most people don't have an understanding of dyslexia and 
what it means for the individual. I am wary of disclosing my 
disability because I am concerned how I would be labelled. (Daniel) 
Norman remembered not disclosing his dyslexia readily to his peers because he 
feared that he would be labelled. 
I do not want to tell my fellow students that I am dyslexic because I 
am worried that they will label me as someone who has a problem, 
which may result In my losing out. (Norman) 
jenny suggested that she did not automatically disclose her disability to fellow 
students because she felt their experiences of another dyslexic might cloud their 
judgement. 
I met another dyslexic when I started the access, And tie's the most 
obnoxious person I have ever met. Every excuse he got came down to 
the fact that he was dyslexic. My god, tie's always using that excuse, 
always using his dyslexia. (Jenny) 
There are numerous and multiple reasons, which are very much dependent on the 
individual, why the respondents decided not to disclose their dyslexia to fellow 
students. These individuals did not want to disclose their disability because of the 
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concern that their peers would treat them differently, which was reflected 
throughout the research. Because of previous negative encounters, the respondents 
are possibly concerned that if their disability were disclosed they would be isolated 
or excluded within the student body. This may result, in certain circumstances, in 
the respondent dropping out when they encounter difficulties within the 
educational environment. When exploring the respondent experiences further it 
seems to be a "Catch 22" situation, because sorne of the respondents felt isolated 
from th es tu den t bo dy: 
Whether you decide to tell your fellow students or not, I think you 
will stand out just as much, with those who have an opinion or 
misunderstanding about you as an individual and your abilities. So, 
in one respect, you cannot win. (Daniel) 
The decision to disclose dyslexia to fellow students is very much dependent on the 
individual's experience of this disability. The danger here is that dyslexics may 
exclude themselves from the student body because their peers feel they do not 
have similar personal experiences, which may not result in the feeling of unity 
developing between access students. The "knock on" effect may lead to students 
not providing each other with academic and sockil support, which would 
obviously influence the student experience of access. 'So, in one respect, the 
respondents cannot win and tile decision whether or not to disclose their dyslexia 
is probably more down to chance than any other factor. To overcome these 
obstacles, there is an emphasis on College Support Services to increase the 
knowledge of dyslexia at an individual and institutional level, which would lead 
to increased awareness of dyslexia, vOlich rnay in turn result in tile respondents 
not feeling concerned about disclosing their disability. 
9: 3: 2 Open about their dyslexia to fellow students 
Nearly all the respondents recalled being open about dyslexii to their fellow 
students. 
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Yes I usually do tell everyone, such as fellow access students, about 
my dyslexia. I think it Is Important that everyone knows. It helps me 
to explain a lot things about me remembering names, because 
usually I'm particularly bad at remembering names and I have to tell 
them why I can't remember their names basically. (Simon) 
Yeah, I think, I don't think I met anybody at least in education, that 
I've not mentioned it to. I think it's very important for me that people 
know that I am dyslexic. (James) 
Yes. Not at first but then I never did, but after a while I and a fellow 
student kind of spread it for me that I was dyslexic. Yes, everybody 
knew because it was brought up a lot of the time. (Jane) 
Tom recalled how the Support Tutor lie worked with helped him to be open about 
his dyslexia to fellow students. 
Well when it came out [Support Tutorl offered us all the routes one 
could take to be open to fellow students about our dyslexia. One can 
either keep quiet and cope with it or use the coping strategies that 
you either have, or build up, in order to be open about it. (Tom) 
The effect of the support from the tutor was that Torn became open about his 
disability to his peers because lie did not view it as a threat. 
I'm not having to teach them at College about dyslexia, that's the 
predominant thing, and secondly I would hope that the vast majority 
of people here would see it as something positive as opposed to a 
threat. After working with [Support Tutor] I am quite happy to be 
open about my dyslexia to fellow students. (Tom) 
The emphasis is very much on the individual dyslexic to raise awareness of this 
disability within and outside the educational environment probably because of 
concerns about breaking confidentiality. The significance of relying on the 
individual dyslexic is that their experience has an important influence on how this 
disability is represented to their non-disabled peers in either a positive or negative 
manner. The reliance on the individual can, therefore, advance or regress the 
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position of dyslexia, which may also affect the representation of disabled people 
within or outside the educational environment. Torn's experience shows how we 
can move away from this unreliable emphasis on the individual by looking to the 
Support Tutor to help the individual to develop an awareness and understanding 
of this disability. Simon recalled how working with his Support Tutor on strategies 
to disclose his disability helped him to also develop a greater personal awareness 
of his dyslexia. 
Through working with my Support Tutor on strategies on how to 
disclose my dyslexia, I have fbund out what is the matter with me. 
My greater understanding has helped me to explain my dyslexia and 
why I usually can't remember names and various other things. It 
seems to be working for me, whereas my past life it was always a 
disadvantage. (Simon) 
jenny reinforces this view with her experiences. 
For me I previously thought of dyslexia as a problem that can't be 
dealt with. But after help from [Support'rutor] there is no need to be 
embarrassed about being dyslexic. I've corne to terms with it now. 
(Jenny) 
The value of working with the Support Tutor is that this would help to represent 
dyslexia, and maybe other disabilities, within a positive context to these 
respondents and their non-disabled peers. This approach may help to challenge 
the negative representation of disabled people within and outside the educational 
environment. To achieve this goal there is an emph-, isis on the Support Tutor to 
have a good working understinding and awareness of the needs of dyslexic 
people. 
Four of the respondents felt the disclosure of dyslexia helped to raise awareness of 
this disability between their peers. Jenny remembered this particular experience. 
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I don't think it would hurt my fellow students to know about 
dyslexia. I think them knowing I was dyslexic and me being open 
about it helped to raise awareness of this disability. (Jenny) 
Simon, Tom and Jarnes support this view with their experiences of access. 
I think the more you talk about problems. as Indeed other people tell 
me about their problems, it helps to promote understanding and 
awareness. You begin to think it's not that much of a problem. I 
mean everybody's got problems, some great some small. (Simon) 
Look at these spelling mistakes on here, I'm a dyslexic and I can see 
them, something like that sort of softens the blow of the attitude 
towards it. It makes light of it but doesn't trivialise it as well, which 
is important. (Tom) 
I know dyslexics have been called lazy and stupid, but I hope my 
fellow students, when they see how I work, realise that this is not 
the case, which hopefully will challenge some of the negative images. 
(James) 
There was also the recognition from the respondents that if kno-vvledge of dyslexia 
is to be increased, it is for the participants to be open about their dyslexia. James 
recalled the importance of being open about his dyslexia, in his relationships with 
fellow students. 
I think the lack of understanding goes not 'oh no he's got dyslexia 
and that is a big problem. ' Instead Its the other way round its like 
'oh its a superficial problem and nothing to be concerned about. ' I 
think the lack of knowledge can only be overcome and the knowledge 
of dyslexia increased through the individual being open about their 
disability. (James) 
And his lecturers. 
I think there Is a lack of understanding of dyslexia between my 
lecturers. My Psychology teacher said to me once that dyslexia was 
not the real problem and that really offended me. I think you mean 
it's not like * oh you're dyslexic, oh your poor thingl' * It is like the 
other way round, it is like 'oh it may get his d's and Us backwards 
but he'll get over it. 'This is the feeling I get sometimes. The only way 
in which you can change their attitudes is through telling them how 
252 
my dyslexia affects me, which will hopefully show them something 
different. (James) 
There is a need for the individual and the Support Tutor to work together to 
overcome the barriers a dyslexic student would face within the educational 
environment. To achieve this goal the responsibility falls on the Institution, the 
Support Tutor, and the student, working together to raise and prolnote knowledge 
of the needs of dyslexic students. There is a responsibility on Institutions to 
provide a Support Service which is able to ineet the needs of dyslexic students. 
Turning to staff, it is necessary that this group have knowledge of dyslexia and the 
support strategies available to help individual students to achieve academic 
success. There is also a responsibility on Students to inake use of the available 
support and to work in partnership with staff to increase knowledge of dyslexia 
within and outside the college they are attending. 
The responsibility falls on both the Support Tutors and the individual to educate 
lecturers and fellow students about this disability. jarnes remembered how his 
peers became more aware of dyslexin after they read his work: 
Once my friends had a direct experience of dyslexia and how it 
disadvantages you, such as my writing, they only really develop and 
gain an understanding of this disability. (James) 
Tom supports this view with his experience of working with fellow students. 
When my fellow students see that you can speak reasonably well, 
and they can see that your answering questions in an Intelligent 
way, they develop some understanding of dyslexia and how it affects 
me. So they begin to reallse that dyslexia Is riot that bad. (Tom) 
It is through direct experience that the negative images of this disability can 
potentially be challenged and overcome. Critics of this view may feel that this sets 
up the dyslexic individual to be viewed as someone different and maybe in certain 
circumstances part of a freak show. It is likely that only in particular circumstances 
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or environments would direct experience have a positive result. On these 
particular occasions, there was a positive outcome because the students who 
enrolled on access, irrespective whether they are dyslexic, were all from 
disadvantaged groups. Whilst the non-dyslexic students may not be able to 
specifically identify with their dyslexic peers, it is likely that commonality will 
occur at a more general level. 
9: 3: 3 Reaction of fellow students to their dysleýda 
Respondents talked about the reaction of fellow students to their disability. Their 
encounters can be grouped around two headings. Nearly all the respondents 
recalled how their peers displayed various positive reactions to their disability. 
Jane recalled how her fellow students asked lier about dyslexia. 
No, a lot of people have asked me what dyslexia is and how it affects 
me. They seemed to take a really positive approach to asking me 
about it, which made me feel good. (Jane) 
Tom, jenny and James support this view with their experiences. 
They asked me a range of* questions, such as "what does dyslexia 
mean? " And "how come you have ended up like that? " They were 
reasonably positive In their approach, but a few have been 
reasonably stand offish. rl'om) 
one of my fellow students came round and said 'You have been 
christened dyslexic? 'And she went onto say that It was nothing to be 
ashamed of, in fact she was good. (Jenny) 
My friends were quite Interested. We were talking about it and they 
were asking "what is dyslexia? " and how it affects people. It was a 
really positive approach, because I felt they were interested, which 
encouraged me to keep on coming to college. (James) 
Another respondent, who decided not to disclose his disability, felt there would 
not be a negative reaction from his peers if he told thein. 
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I wouldn't expect any flak at all if I told rny fellow students that I was 
dyslexic. But I have decided not to tell them becatise I do riot think it 
is any of their business. (Daniel) 
These responses suggest that some fellow students have an open mind towards 
dyslexia. This means they are prepared to ask questions about how this disability 
affects the individual within the educational environment. The respondents' peers 
were probably prepared to ask questions because they identified with the 
individual's educational difficulties. 
I remember one of my peers telling me that they could identify with 
my negative experiences of'school, when I was telling them what I 
was like. This, at times, helped me to feel that my fellow students 
would have some understanding of what It was like to be dyslexic. 
(Simon) 
Maybe these individuals are asking questions so they could provide appropriate 
help and support to the individual, is is recalled by Jenny: 
One time, when I was having a drink, 1 remember one of my friends 
asking me what it was lilre to be dyslexic. I said it was like such and 
such, and I asked why? She said it was so she could help me if I 
needed It. After this I felt really happy because I could rely on some 
of my peers, if I needed to. (Jenny) 
The value of this supportive approach is that it helps to create all inclusive 
environment, which would help the responLients tL) feel no different to their peers. 
The knock on effect would help to increase knowledge of this disability, which 
again may help to challenge the negative representation of dyslexics, within and 
outside the educational environment. 
Some of the respondents also talked about being worried about the reaction of 
their peers to dyslexia. Jane recalled fearing that other students would gain the 
wrong idea of this disability: 
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Yes, I think that they might get the wrong idea about dyslexia. I've 
told these people that I'm dyslexic and I immediately got paranoid. I 
just kind of thought to myself that people may think that I am 
stupid and probably wouldn't come near me. (Jane) 
Daniel and Tom further supported this view when they considered the prospect of 
disclosing his disability outside the College: 
The majority of the people hear jokes about dyslexia, just like some 
people do with ethnic jokes. Sometimes I am concerned that these 
comments will influence their judgement of me, if I told them I am 
dyslexic. (Daniel) 
I am not taking the risk telling people that I am dyslexic because I 
think there is little understanding, which could affect my job. One 
choir man knows but he's a terribly inviting person and I don't think 
it would cross his mind to bother saying anything to anyone else. I 
just would not take the risk in going about and telling somebody 
because perhaps they might take some sort of mild offence to it. 
(TOM) 
Tom also felt that one of the "dangers" of disclosure would be financial ruin, 
because of the lack of understanding of this disability outside the College 
environment. 
I can't from a professional and a financial point of view run the risk 
of telling people that I am dyslexic. I know I can do the job perfectly 
well and that I'm not teaching them a load of rubbish, but I am 
concerned that a lack of understanding may have a negative effect. 
(TOM) 
These responses show that there is little understinding or awareness of the needs 
of dyslexic people within and outside the educitionzil environment. It is through 
chance encounters that the individual sImpes their attitude towards dyslexia, 
which, if anything, could influence their decision to better themselves through a 
return to education. These negative ittitudes also result in tile respondents 
wanting to hide their disability, because they want to be treated as "normal. " They 
are concerned that, if they disclosed their disability that they would be treated 
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differently and, therefore, excluded from society. The problern with the individual 
hiding their disability is that they may not be able to reach their full potential, 
which obviously defeats the purpose of them returning to education with the 
intention of bettering themselves. Also by hiding their dyslexia the respondents are 
in danger of limiting the knowledge and understanding of this disability, which 
may reinforce the negative attitudes towards it. A possible step forward is for the 
individual to be open about their disability, because this is probably the only way 
to raise awareness of dyslexia. Obviously this would be difficult for the individual, 
because they would have to run the risk of experiencing negative attitudes towards 
them. There is a clear need for educational institutions to raise and increase 
awareness of the needs of disabled people both with the individuals and their non- 
disabled peers and lecturers. This approach is needed, because the educational 
environment is an ideal opportunity to shape individuals' perception and attitude 
towards disability. 
9: 4 Experiences of meeting new people through access 
When investigating the respondents' experiences dley talked about meeting new 
people through their specific access course. NonTian reinei-nbered how he made 
new friends: 
Yes, certainly with the normal access group, yes, It was a great 
opportunity to meet new people. They are all great friends. They are 
all there for the same thing and that's to get on with the course. And 
any help we can give each other is because we want to. (Norman) 
Tom, Jenny and James recalled how access also provided the opportunity for them 
to meet new people: 
Yes, access did provide an opportunity to meet new people. Before 
hand I was very anti-social and very introverted. With meeting all 
these new people through access I have come out of my shell. (Tom) 
257 
When you've all introduced each other and you've all got going, it 
feels like a family. My fellow students are more like sisters and 
brothers to me. It was so good when you've got two hours and you 
would stop half way through for a cup of coffee, it would be an ideal 
opportunity to meet new people because we would discuss what we 
had just been taught. (Jenny) 
Oh yes, definitely, access has been an opportunity to meet new 
people such as mature students. I left the army last year and I came 
to College, where I didn't really know anybody, but since I've been at 
College I just like know everyone. I've met so many people, like 
friends and families. So yes, it's opened up a new kind of social life 
for me. (Jane) 
It's been quite good actually, as an opportunity to meet new people 
and make new friends. You begin to realise, as well that, you can 
turn to these friends if your're feeling like quitting, or if your, re 
feeling a bit down. Somebody to lean on type of thing. (James) 
These positive experiences can help the respondents to feel part of the student 
body, no different to their peers. The respondents cannot believe these positive 
experiences are happening, because they expected the similar negative 
experiences, which they encountered whilst at school, from fellow students. If 
anything these individuals may begiii to feel that their disability is not such a 
barrier that they have to overcome within their lives. Alternatively the effect of 
these positive experiences may be that the respondents develop the self-confidence 
to attend College. 
For a start if you have got more friends It gives you more confidence 
to go to College. You get to the point when you look forward to 
coming into College because you know your're going to see your 
friends. (Jenny) 
Norman supports this view with his experieiice of access. 
Through meeting new people whilst on access I have gained the 
confidence to attend College. Their friendships help to create support 
and a feeling of unity. It Is us against the world and that kind of 
thing. (Norman) 
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The respondents are clearly encouraged to attend College because they realise they 
will not be treated any differently by their peers. They possibly encountered a 
positive experience because their peers were also struggling acaden-dcally, 
therefore they viewed dyslexia no differently to the general barriers they faced, 
such as returning to education as a single mother. As has already been shown with 
fellow dyslexics, the feeling of unity or common idenfity maybe extended to non- 
disabled students because they also have to overcome barriers if they are to 
achieve educational success. Torn supports this view, when he provided a reason 
why his peers did not perceive his dyslexia as an issue: 
You know we are all on access because it is our second chance 
within education, irrelevant of our backgrounds. It makes me feel 
less different to my peers because we are all fellow travellers, who 
are all travelling a very similar path to tile. Cfom) 
Dyslexia was probably not vieweLi as aii issue because access is viewed as a second 
chance for individuals to achieve educational success. These respondents' 
experiences suggest that a range of groups disabled, or not, have been failed 
previously by the educational systemand have identified access as an opportunity 
to achieve academic success. 
When investigating their experiences further, the respondents seemed to have a 
much better experience of meeting new people whilst full-time than part-time: 
Whereas when you were full time you knew everybody's name. You'd 
go down to the coffee shop and we would all sit together, but when 
you're part-time you don't do that sort of thing. (Jenny) 
James supports this view with his experience of access. 
The different classes and things you know. You only see each other 
for up to two hours then you go to other classes. So you don't get 
that close to you're fellow StUdents, it wasn't the same experience as 
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when full-time, which was a good opportunity to meet new people 
and make friends. (James) 
It is possibly the structure of the part-time access course at this particular College, 
which resulted in these respondents not being able to meet as many new people. 
James supported this view when he compared his experiences whilst enrolled on 
access full-time and part-time. 
Whilst full-time a lot of the lessons have been In the mornings, 
which would result in you having the afternoon free. I would hang 
around after the lessons and I would normally bump into fellow 
students. So the coffee shop, at times, was a good opportunity to 
meet fellow students. Whereas, whilst part-time I was very much on 
my own. (James) 
The problem here is that tile respondents inny feel isolated from the student body 
because they are more on their own whilst enrolled on the part-time mode of 
study. James again supports this view. 
I don't see the same people as I used to last year. Part-time students 
just come Into College do the class and then they go. The social side 
of it has been lacking more this year than the previous year, which 
is a shame I suppose. (James) 
The feelings of isolation may increase the chances of them considering of dropping 
out, because these individuals feel that they cannot turn to individual students for 
academic and pastoral support. It is understandable that the respondents felt 
isolated, because in one respect they are starting access again through this different 
mode of study, therefore, reflecting the anxieties they encountered before they 
originally started access. As well the respondents felt more isolated through the 
part-time route because it offers different objectives to those which would be 
available through the full-time route. It seems likely that the full-time route would 
offer an academic and social experience, whereas the part-time route would tend to 
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offer an academic experience only. Torn supported this view when he recalled 
access being an acadernicand social experience: 
Yes, access has been an acadernic and social experience. An 
experience into education or rather it's been an experience back into 
education. (Tom) 
Jane reinforced this view: 
Yes, access has been an academic and social experience because I 
learned so much about the subjects I have studied and the people 
who I have studied with. It's like opened up a whole new way of life, 
it's so different to what I have been used to. It's certainly a whole 
new experience. (Jane) 
Access, for some of the respondents, is providing them with the opportunity to 
have the positive social experiences which they may have missed out on earlier in 
their education. To an extent, these positive encounters may encourage the 
respondents to feel more included, therefore, less different to their peers, within or 
outside the educational environment. When considering a return to education 
through courses such as access, it is finportant for an individual to consider what 
route would best suit their needs and what they wanted to achieve through this 
pathway. 
9: 5 Discussion 
The Substantive Theory, which emerged from the respondents' experiences of 
relationships with other students whilst oil access, is that on the whole the 
respondents experienced positive relations with fellow access students, because 
they wanted to achieve the saine thing, which was educational success. With the 
respondents generally recalling positive relations with their peers, it needs to be 
explored why this might be the case, and whether or not there are any barriers in 
place which prevented the individual from having more positive encounter. 
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The respondents encountered finproved relations with their peers because they 
could identify with each other, whether or not they were dyslexic, because of prior 
negative educational experiences encountered either at school or College 
(Palfreman-Kay and Taylor, 2000). Identifying with each other occurs because both 
groups have come from similar educational backgrounds. Therefore, when 
dyslexic and non-dyslexic students come together on access they can potentially 
understand each other, because they have an appreciation of the difficulties each 
other has faced within the educational systern. And the intention behind access, 
which was a second chance to do something better with their lives (McFadden, 
1995) helps to reinforce the feeling of a common identity. 
Turning to the access programme itself, this feeling of cornmon identity is reflected 
through the respondents experiencing support froni their peers and, vice versa, 
such as collecting notes or providing support and encouragement with their 
studies. This supportive approach occurs becauseboth groups realise that they can 
benefit from this type of help, developing their own learning skills and confidence. 
Cann (1985) has a similar view: 
If opportunities are given for people to test their knowledge against 
others in a supportive environment, then incidental learning can 
create general satisfaction. (p. 10 1). 
The impact of this approach is thit it helps to develop a gre"Iter unity and 
togetherness within the student body. Tile significance of this supportive approach 
is that the respondents will feel included within tile access environment, therefore 
helping the respondents to develop a feeling of self-confidence that they can 
achieve academic success. Stephenson itid Percy (1989) suggest a supportive 
attitude is a common characteristic displayed by access students, irrespective of 
disability. This feeling of self-confidence 11'ay 11so encourage the individual 
students to believe that they can further their education, 
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It is now necessary to consider whether or not there were any barriers in place, 
which prevented the respondents fron-1 having an even more positive experience of 
access. The main barrier that the respondents faced was the lack of knowledge 
about dyslexia at an individual level. This concern was reflected through some of 
the respondents feeling embarrassed and different whilst they were coming to 
terms with the fact that they were dyslexic. It was noticeable that once these 
individuals received help from the Support Tutor they displayed a much more 
positive attitude towards dyslexia. 
There was also the concern thit once, the respondent's peers discovered that the 
individual was dyslexic, they would be treated differently. The respondents were 
probably reflecting society's attitude towards disability, %. vliich is reflected through 
media examples such as the telethon fund raising event (Morris, 1993). In such 
media disabled people are perceived as "tragic individuals. " This could explain 
why Tom and Daniel decided not to disclose that they were dyslexic outside 
college, because they feared a negative reaction. 
However, with the common educational background bringing tile respondents and 
their non-dyslexic peers onto access, it suggests that the respondents may not 
always encounter negative attitudes from their peers. This view is reflected 
through jenny, Tom and James recalling positive encounters when they disclosed 
their disability to their peers. However, with Pilfren-iiii-Kay and Taylor (2000) 
highlighting examples of dyslexics being trelted is objects of hurnour by fellow 
access students, or their peers not believing that this disability existed, it suggests 
that the respondents who took pirt in the second stage of the research were 
fortunate enough to come into contact with individuals who did not wholly reflect 
society's negative attitude towards disability. 
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The Formal Theory to explain the respondents' experiences of relations with other 
students whilst on access was thit within certain environments dyslexia is not a 
barrier when forming positive relations between each other. Dyslexia is not a 
barrier to forming positive relations with others in environments such as access, 
because it was a forum designed to attract: 
... those groups who 
have been least well-served by the school system 
and who face particular barriers to entry to Higher Education. 
(Kearney and Diamond 1987, p. 38). 
It is the commitment of access to bring together non-traditionil groups, such as 
disabled people and these from ethnic minority groups, which could explain why 
the respondents encountered positive relations with their peers. Access is, 
therefore, a structure which seeks to create an enabling environment, through 
involving all the groups it was designed to attract, providing a second chance to 
achieve academic success. This common identity was reinforced through the 
various groups enrolling on access coming from similar often poor educational 
backgrounds. The impact of this is that programmes such as access are more 
disability aware, than other programmes, including recognising the needs of 
dyslexic people. This is through offering a flexible approach to learning, which can 
take into consideration the needs of the various groups enrolling on this 
educational programme, whether this is small group learning or providing subject 
material in alternative formats. The emphasis on a flexible access curriculum 
reflects a student centred and negotiated approich to studying that is characteristic 
of Adult and Further Education (Murray, 1987). Through access bringing a range of 
groups together, this educational programme has the potential to raise knowledge 
of the needs of dyslexic people and helps to challenge existing attitudes towards 
this disability. 
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By exploring how, in certain circuinstances, dyslexia is nota barrier when forming 
positive relations between people, it is iniportanL to lin], the Substantive and 
Formal Theories into a inore general explanation. The Culuinative body of theory 
explains the respondents' experiences of relationships with other students whilst 
on access in terms of access having the potential to help students (dyslexic or non- 
dyslexic) who enrol on this course to be more aware of dyslexia than others who 
follow different entry routes into Higher Education. When dyslexic and non- 
dyslexic people come together through fora such as access, it is possible that both 
groups will develop a greater understanditig of this particular disability. This 
occurs through the individual student discovering that they are dyslexic and the 
impact it has on their life, whether this is vvithin tile educational environment or 
the working world. Furthermore, non-dyslexic people will potentially be able to 
gain a greater understanding of this disability and how it affects the individual. 
The significance of both dyslexic and non-dyslexic people obtaining a greater 
understanding of this disability is that it his tile potential to challenge negative 
attitudes toward disability throughout society. 
, tional The picture that emerges is diat dyslexic students enrolling on educa 
programmes such as access can have positive relations with their peers. This is 
because access is often drawing together individuals who have previously had a 
negative educational experience, resulting in students identifying with each other, 
creating a feeling of unity within the student body (Pantziarka, 1987). The 
significance of the respondents encountering such positive relations is that it helps 
to challenge negative attitudes towards dyslexia within society, showing that the 
problems dyslexics face are not excuses, but genuine difficulties which because 
arise of the way in which the educational environment and wider society are 
structured. 
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Chapter 10 "Through the help of [support tutor] I 
believe that I can achieve my access qualification. " 
Experiences of support whilst on access 
10: 1 Experiences of support equipment 
When exploring the respondent experiences they talked about using support 
equipment to help thern with their studies. Their experiences are grouped around 
the issue of using a computer and a dictaphone. 
The first area was the institution providing its dyslexic students with a computer: 
At first they gave me a laptop, which was ok as far as It goes, 
because it did help me to get work done. The next one they got me 
was brilliant, but it came too late. It was really good because it had 
software such as voice recognition software, Dragon Dictate. The 
computer was a really big help. (James) 
I believe this College has a limited number of about half a dozen 
computers, which I found out through my own enquires. I actually 
got one that had been due back for two months. So I was actually 
waiting on its return, I was fortunate enough to be issued it within 
two weeks, but that was that. (Daniel) 
These respondents gained a computer to support them with their studies because 
they declared their dyslexia to tile relevant Support Services and equipment was 
offered to help them with their studies. It is interesting to note that James was the 
only individual who was offered a computer as a matter of course, but Daniel 
obtained a computer more through a personal enquiry thin any other reason. 
Colleges B and C were the only institutions which operated a computer loaning 
scheme. 
When exploring the respondents' experiences of this loan scherne further, they 
recalled each College providing little support or training in helping the individual 
to get used to using the computer. James recalled the difficulties he initially had in 
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using computer he was loaiied first: 
I spent time looking for where the mouse was on the screen and the 
programmes that would help me. I also had a problem with the 
keyboard because it was slow and I could not concentrate as well, 
which meant I could not concentrate on my thoughts. I felt 
physically tired which wasn't a great help. (James) 
He remembered similar difficulties when lie was loaned another computer: 
At the moment I'm still learning how to use the Dragon Dictate, but 
once I've become proficient I think it will be great to help me when 
writing essays. This is because I will not have to use the keyboard, 
which would allow my thoughts to flow more freely. (James) 
Daniel recalled similar difficulties 
n-ying for the first time to utillse this piece of equipment for an 
immediate need, when you are required to write essays, is really 
hard because you have to get used to the packages, which you may 
have not used before. I think that something like that needs to be 
considered. (Daniel) 
He went onto highlight one reason vvliy usitig a computer was difficult. 
When I signed for the computer I was given a book on how to operate 
it, which is fine, but then I'm dyslexic. I don't have a really true 
concern with getting the books out and reading thein, but It is 
actually a bit of a contradiction to provide someone who is dyslexic 
with reading inaterial. (Daniel) 
The problem here was that these respondents were not provided with any support 
to help them get used to using a computer. A confusing picture emerges, because 
even though the respondents had difficulties in using these computers, they 
attended Information Technology classes is part of their course. 
James 
remembered his experiences ofattenditig these sessions: 
I do IT at the actual College. So through these sessions I've got an 
Introduction to the basics, which was really good. When I was given 
the second computer, an individual, who showed me how to use a 
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computer and the various packages, gave me his phone number to 
ring if I had any problems. He said he would come over if I got stuck. 
(James) 
Daniel remembered the Information Technology requirement of his access course. 
Part of the criteria here, with this governing board and with this 
course at [College C], Is that you have to attend an IT class, but that 
is only for one hour and that is on a Friday morning. These sessions 
provide you with an introduction to the basics. It is at GNVQ level 
three. (Daniel) 
You would possibly expect that, through these classes, tile respondents would 
develop the necessary skills to use their cornputers to help them with their Studies. 
However, being taught different packages to those the respondents are used to 
could explain why they encountered difficulties. This, to an extent, is true, because 
James and Daniel did talk about using different Information Technology packages 
on the machines that were loaned to them. Alternatively the respondents problems 
may suggest that the Inforn-iition Technology classes provided were ineffective in 
providing the individual with the necessary individual help to develop the 
necessary skills. This may be because of large class sizes, which result in the 
lecturer being unable to provide the necessary help. One of the difficulties that 
might arise was that the respondents may have felt confident in using a computer 
because of the amount of infori-naLion that they are expected to learn, which is 
understandable because of tile concern diat they might lose acadernic work. 
Alternatively, perhaps the individuils %vere not interested in learning different 
packages that are not available because, they do riot have the time with everything 
else they are expected to learn. Whilst a loan scheme is most welcome, it is 
probably necessary to providea nlachinerind supportat tile earliest stage possible. 
Daniel supported this view when lie recalled his experience of using a computer. 
You're not really proficient In iising a computer until at least half 
way through the course, this is Mien yoLi -are able to operate and feel 
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comfortable about getting around the various packages such as 
Word for Windows. If it is going to take you a couple of months to 
use the various packages it is probably a good idea to be lent the 
computer at the earliest stage possible. (Daniel) 
The value of providing Information Technology support or other study skills, 
before access is that it increases the chances of the respondent being able to 
compete on more of an "equal playing field", and therefore, to achieve academic 
success. An individual may also be able to develop increased confidence in their 
acaden-dc abilities, which would occur if the student was more familiar with the 
course requirements before it started. This approach could also lead to the chance 
discovery of dyslexia or allow time for a screening programme. On the whole, this 
approach would help to create an inclusive educational environment and to 
increase the chances of the respondents having a much-improved educational 
experience. 
The next area that the respondeiits focussed on was Ole use of a computer for 
acadernic work. Three of the respoiiderits remembered how the use of a computer 
helped to improve basic Etiglish skills. Tom remembered how his spellchecker on 
his computer at home helped to improve his work. 
The spellchecker, even on Word 3, helped me enormously. Now I 
have got words that are so obscure it Is just not true and a similar 
thing is happening to Word 6 as well. The spellcheckers on both 
these packages helped enormously. (Tom) 
Daniel supports this view. 
if any of the support has made any difference It's the bloody laptop. 
The laptop has got a spell check on it, grammar checker and a 
thesaurus. Through using these packages I have got the ability to 
clear paragraphs, change sentences, to restructure work, to retain 
that work, to adapt It and to make several copies at the press of a 
button. If anything these packages make all the difference in the 
world to the standard of work, it really does. But at the same time, a 
lot of it is American. and it's not lbol proof. (Daniel) 
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These respondents found the spelling, grinimar and language packages useful 
because they helped the individual to write their essays. They found these 
packages most helpful because they helped the respondents to feel that their work 
was no different to that of their peers. Alternatively, these packages helped the 
respondent to feel less different Mien they took coinpleted work to the Support 
Tutor because it had reduced thearnount of errors. Either one, or a combination, of 
these reasons may help to develop the respondents confidence in their academic 
work, which leads to a feeling of increased self confidence. This is reflected in 
Tom! s, comment, he felt that lie would not have passed access without the use of a 
compu ter: 
Um, if I had not had a computer there would not have been a cats 
chance in hell of me getting through access. I owe my access 
certificate to a computer and the support from my wife. rrom) 
It seems a computer helped the respondent to produce improved academic work, 
which would not be the case if they did not haveaccess to such a resource. This is 
It helped Tom to prepare, write, organise, spell wid gratilmar-check his work. If 
anything Information Technology is helping Llie individual to compete on more of 
an equal footing with their non-disabled peers, which contributes to a feeling of 
inclusion. 
Another respondent recalled liow lie would not use anotlier computer because of 
the concern of standing out differently. 
I would not use a computer becatise I would stand out differently 
from my fellow students especially in the classroom. They would 
probably ask me, 'Oh, what lla%, e you got that for? ' Then I would 
have to tell them that I was dyslexic and then they would find 
everything out, which would make me feel different to them, 
especially In the English group with all sixteen and seventeen year 
olds. (Norman) 
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The concern here is that he would stand out from Ilis peers, which would possibly 
lead to his peers discovering lie was dyslexic. Daniel seemed to be concerned that 
once this discovery occurred he would be treated negatively and that his fellow 
students may view hiin as less acadeniically capable. It is the fear of being viewed 
as different, instead of an objection to using Inforination Technology, which is the 
main obstacle: 
I'm sure if the computer I had was a decent lap-top, or even a palm- 
held with windows, something like that, you know that I could hide 
under the desk, so no-one could see what I was doing, I would 
probably use it. (Norman) 
A lack of understanding about dyslexia and the way Information Technology can 
help could, therefore, act as a barrier, which stops an individual from using 
support equipment to help thein with their studies. If anything this may result in 
the individual not achieving the acadernic success of which they ire capable. This 
could result in the individual feeling excluded, and in some instances they 
consider may leaving the educational environment. 
When exploring the respondent experiences further, they recalled using a 
dictaphone to help them with their studies. Norman and Daniel questioned the 
point of using this equipment to help them with their work: 
This morning this kid sat next. to me and was wafflIng and waffling 
and I'm trying to get this stult'written down, doing a summary of 
work, and they were just yalcing. and yaking, and yaking. I just 
could be doing without it, you know, ! I* I had a dictaphone it wouldn't 
probably pick up what was said, and if It did, how useful would It 
have been, and I would have wasted valuable time. (Norman) 
I can actually see the purpose fbr using a dictaphorie, but if you're 
going to sit there and potentially record a whole hour or two hours of 
a lecture I do begin to question the point. 'Flits is because I have 
found it a lot easier to word process hand written notes than listen 
to a tape recording. For me this option has saved me time and 
money. (Daniel) 
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The difficulty here is that the dictaphone does not help to improve the 
respondent's academic work, instead they seem to act more as a hindrance. In fact 
Daniel felt it reinforced the difference between him and his fellow students: 
The majority of my class are not aware of my disability and it does 
not emerge as an issue in any way In the classroom environment. So 
I feel uncomfortable about having a tape recorder sitting there with 
me clicking and clacking away and disrupting the class. (Daniel) 
Tom supported this vie%v when he renlenibered one of his lecturers was against 
him using a dicatphone. 
I came up against a barrier with [lecturer] in using a dictaphone. 
She said there was no way in her lectures that she was going to have 
that sort of thing. I mean as we've seen her character develop over 
the year I can understand why, because half the things she said are 
totally and utterly against the principles ofeveryone else. rForn) 
As mentioned earlier, the dictaphone helps to reinforce or create a feeling of 
exclusion or difference within the educational environment. The time taken to 
transcribe information probably creates the biggest problem for the respondent 
because they do not have the tirne. This may contribute towards the feeling that 
they cannot cope with the academic requirements of access, which would lead to 
increased feelings of low self-esteern. As a result of these difficulties you would 
expect the respondents to be able to approach theirleCtUrers for their notes, but the 
majority of the individuals did not mention this provision. These respondents' 
experiences suggest that equipment, in particular computers, dramatically helps to 
improve the educational experience. Sorne Colleges seem to be better than others 
in recognising how a computer can help, but the provision of this help seems to 
stem more from the individual than the educational environi-nent itself. 
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10: 2 Experiences of academic support from family, partner and 
friends 
10: 2: 1 Family were supportive 
Four of the respondents remembered liow their family supported thern whilst 
enrolled on access. Jenny talked about lio%v her fainily provided general support. 
My family have said there is nothing to be ashamed about being 
dyslexic. Instead of being ashamed of being dyslexic, they just say 
that you are dyslexic, you should not let it get to you. They said It is 
just something that was not picked up when you were at school. 
(jenny) 
James and Daniel support this experieilceas well. 
They'll say, 'Isn't there anyone there who can help you at the 
College? ' So I think they've got a feeling that there's not the right 
support there at times. They are always providing me with support 
to make sure I try and get what I am entitled to. (James) 
Their support has always been asking me, 'Has the College being 
giving you the right guidance? Are they making enough allowances 
for you? 'They say, ' You have dyslexia, and you're trying really hard, 
as anybody else on the course that doesn't have dyslexia, they 
should be making more compensation and more allowances for 
where you fall short. ' Basically I have a tendency to agree with them. 
(Daniel) 
The importance of this approach is that the respondents are provided with the 
encouragement to carry on %vith their studies. Their fainilies seem keen to make 
sure they have the right help which will allow thein to achieve academic success. 
The "knock on" effect of providing this lielp is thit it may also encourage the 
respondents to ask for and search out support Which, if anydiing, may provide the 
individual with the confidence to carry on and further their education. The support 
provided to the respondents is probably no different to the needs of non-disabled 
students, because the individual fainily want their child(ren) to achieve academic 
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success but through different means. This is suggested by the respondents 
remembering how members of their farnily provided specific support. Jenny 
remembered how one of her cousins would proof read her essays: 
One of my cousins was really greatf This was because he offered to 
proof read my essays lbr ine, which was really good because it 
helped me to correct my mistakes before I handed them in, which 
helped my work. (Jenny) 
Daniel and James supported this view: 
Members of the family would, il'i needed them to, help me with my 
essays. I would more often than not do it at home with the aid of 
members of the family, who would mainly proof read my work. 
(Daniel) 
My sister will read anything if I want her to. It would normally be me 
bringing her an essay to read. She can really get her head around 
the work, which Is really helpful. (James) 
This specific support provided by different members of the fan-dly recognises the 
importance of the return to education for the respondents, as an opportunity to 
better their lives. The offer to proof read suggests members of the respondents' 
families have identified this form of help as the most significant contribution they 
could make towards helphig the participant achieve academic success. This 
encouragement may also help the individual to feel more included within their 
family and the educational environrnent, bY helping to increase knowledge and 
awareness of how dyslexia affects the individual. 
10: 2: 2 Friends were supportive 
Two of the respondents talked about their friends being supportive whilst enrolled 
on access. jenny remembered being told that she had nothing to be ashamed of by 
being dyslexic: 
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My friends have been really supportive In the past. They said to me 
that It was nothing to be ashamed of by being dyslexic, which really 
helped because it helped me come to ternis with my dyslexia. (Jenny) 
James reinforced this view. 
Their support was really helpful. It was so positive, it provided me 
with the encouragement to carry on with con-ling to College. If 
everyone had just turned their backs on me it wouldn't be very good, 
would it? Their support really helped my self-esteem, which Is quite 
good. (James) 
He goes on to think the support from his friends is superior to that from fellow 
College students. 
Well I think the support from my friends is superior after the 
support from the staff ... so I've either got brilliant 
friends or bad staff, 
you be the judge of that one. (James) 
The support from these people probably n-iadeall the difference to the respondents 
it was their encouragement %vhich heýlped them initially to decide on their return to 
education. James possibly rnAes the distinction bet%veen his friends and fellow 
students because they probably would beable to identify with his difficulties more 
for they have known him longer. Because of this it is understandable that the 
respondent would turn to these individuals to provide appropriate support. 
One of the respondents also rec, -illed ilot telliiig his frieiids about the support he 
was receiving: 
I don't really tell them about the support I am receiving, do you 
know what I mean? I don't see it's that much to do with them. I 
mean my girlfriend and family obviously knows about the extra time. 
but I just do not think It is any bUS111eSS of my friends to know 
about the help I get at College. (Norman) 
He goes onto provide a reason why lie does not tell his friends. 
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I don't see really what it's got to do with them, I don't really want to 
go into all the whys and wherefores ofwhy I'm getting it, you know if 
people are that interested then they can ask me. I suppose it is 
because I feel different to them. (Norman) 
Norman did not tell his friends about the support he received because of the 
concern that relationships between him and his peers would change, which would 
result in him being treated differently. Alternatively, Norman may think disclosure 
of the support he is receiving is nothing to do wiLh them, because it does not affect 
his relations with them. This is understandable, b(ecause the support Norman was 
receiving was helping him to achieve academic success by obtaining his access 
qualification. 
10: 2: 3 Partner was supportive 
Three of the respondents talked about their partners providing them with support. 
Tom talked about his partner proof reading acadeinic vvorj, ý. 
Yes [my partner] has been really great because she would proof read 
my essays for me when I needed it. Her help was really good because 
it helped me to keep up with the course. I suppose I had an 
advantage with [my partner] doing the same access course. (Tom) 
Daniel and Norman ilso remembered llo%, v their pzirwers would proof read essays: 
She proof reads my work when I need tier to. She has been a great 
asset to me because it lias fielped me to get Improved marks. She 
could run through the essays and do all the spelling and re- 
structuring of the sentences. (Daniel) 
She'll read stuff if I want her to. This would be really good because it 
would show me where I am maldng mistakes, but that Is about it. 
really. (Norman) 
These respondents also talked about liow else tl-ieir partilers would provide other 
support. Tom remembered 110VV IliS Wife would lielp lihn to plan Iiid organise his 
work. 
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Usually [partner] sort of locks me in a room and says "get on with it. " 
This is really good because when I am coming up to deadlines it 
helps me to focus my mind, which helps me to plan and organtse 
essays. (Torn) 
Daniel talked about how his %vife wouki actasa scribe. 
My partner is very supportive because she, at times acts, as a scribe. 
I've been sat on a deadline and I find it very difficult because you are 
dictating out of books and this is where she helps, by writing 
information down. (Daniel) 
These partners, through the help, they are providing, have become another 
support mechanism enabling the individual to compete on -in equal footing with 
their non-disabled peers. Tile respondents turned to their pirtners because they are 
the closest individuals to them. Because of this rehtionship the respondents feel 
that they can trust these individuals to provide appropriate support with their 
studies. This relationship mayalso result in the respondent believing that they can 
talk to their partner about their difficulties, possibly because these individuals 
have been with the respondent when they discovered they where dyslexic. The 
respondents feel that these individuals are the only people they can talk to about 
their difficulties, because they have shared their experiences of corning to terms 
with their dyslexia. The participants were also be turning to their partners before 
they hand in work to their College Support Tutor, so they can reduce the mistakes 
with their academic work, therefore, reducing the feeling of being different. 
Alternatively the respondents maybe seeking help from their partners because 
their College is not meeting their needs. This was the case with Daniel, who was 
unhappy with the ftict thit only group (instead of one-to-one support, which he 
wanted), was available to him. Tom also recalled being unhappy with the support 
he received at College because it made hirn feel different and stand out from his 
peers. Possibly there is a range of reasons why the respondents sought help from 
their partners, but for whatever reason they seeký lielp, and from whoever, it is 
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because they want to increase the chances of obtaining academic success. Daniel 
talked about how important the support from his partner was: 
She has been one of the greatest assets out whilst I have been doing 
this course. I would say if' this support, whether it has been from 
family, partner or friends, has been a god-send, it makes all the 
difference in the world. (Daniel) 
Whatever help a partner, family or friend provides, it creates the platform that 
encourages the respondent to re-enter and progress with their education. It is 
understandable that the respondents turned to these individuals because, if 
anything, their support would provide thein with the confidence to undertake 
their studies. 
10: 3 Experiences of support sessions 
10: 3: 1 Support Tutor shows basic English skills 
When exploring the respondent experiences they identified three areas in which 
the Support Tutor showed thern basic English skills. Simon talked about the Tutor 
providing help with planning and organising essays. 
My worst fault, which she is trying to get ine out of, is that I do not 
make a plan or organise my essays, I just dive straight In which 
means that I tend to write lots of stuff. (Sirnon) 
He goes on to talk about how the Tutor would help him to organise essays. 
I have a tendency to repeat things. She will sit down with me, go 
through it, ask me what I intend to say ýIjjd if, the end she helps me 
to put my essays in a nice logical order. So it is my organisational 
skills which she is trying to fiell) me with. (Sitrion) 
jenny, James and jane also recalled 1101v the Support Tutor would help them to 
plan and organise essays. 
278 
I would bring [Support Tutor] my notes and tie would sit down with 
me and help me to plan and organise all essay from start to finish. 
His help improved the standard of my work no end. (Jenny) 
Yeah [Support Tutor] would Show me, planning strategies, like essay 
plans and things like that, Yeah, it's the same that they would teach 
everybody else. He would say picture an essay like a wheel, where 
you'd have the intro, the paragraphs and conclusion. (James) 
I have never planned or organised anything in my life, but [Support 
Tutor] has looked at various different ways with me about how to 
plan and organise an essay. Yes, she has helped and taught me how 
to plan and organise essays. (Jane) 
It seems, from the responses, that this was one of thefirst times that they have been 
shown how to write an essay. This raises the question, why so late in the 
respondents' educational experience? Was this because dyslexia was not 
recognised at an earlier stage of the educational experience? Perhaps the 
respondents had not really been shown, leads to the individual being labelled as 
'"not academically capable" and left to fail. It is therefore understandable that the 
respondent had not really developed an essay writing technique because they had 
not been shown how to previously. One possible effect of now being shown how to 
write an essay is that the respondent developed feelings of confidence in their own 
academic abilities, which helped them to feel more included than in previous 
educational experiences. With being shown how to plan and organise, it suggests 
that these individuals do not have a problem learning information about the 
subjects being taught, but insteid the barrier is expressing the knowledge 
appropriately on paper. And, given that the majority of the respondents recalled 
how the Tutor helped them to plan and organise, the difficulty of expressing one 
self on paper can be viewed as among the characteristics of dyslexia. 
The second area, which the respoildejits ideiitified as important, was the Support 
Tutor providing them with Literacy Skills supporL. Simon remembered the help of 
the Support Tutor. 
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She gives me help with composition and certainly spelling, because I 
always make mistakes. I could re-write something time and time 
again and I will make dif .I. erent mistakes every time I write and I am 
extremely slow. (Simon) 
Norman James and Jenny supported this view. 
She would show me basic spelling rules such as knocking the 
plurals off 'their and there' and , to, two arid too' and stuff like that. 
I'm like ' bloody hell I didn't know any of' this kind of stuftl 'I am 
learning so many more things through the support I am receiving. 
(Norman) 
If I'm working on an essay I would take it to see [Support Tutor] and 
we'd like swap this around and iinprove my grammar and 
punctuation and things. This is good, because he is teaching me 
things I did not previously know about. (Jarnes) 
I was still getting over the shock of' being diagnosed as being 
dyslexic, and I felt a bit ashamed for that fact that I'd got to ask for 
help. Then I remember [Support Tutor] telling me that part of my 
support was help with my English skills such as spelling, grammar 
and punctuation. (jenny) 
These respondents were possibly shown these basic literacy skills because they had 
difficulty expressing thernselves on paper. It would seern a lack of knowledge or 
awareness of dyslexia may again explain why these 
individuals were not 
previously shown these basic skills. 
This suggests little kiiowledge of dyslexia by 
teachers or lecturers, or that the support the respoiidents were previously 
provided with was ineffective iii meetitig their needs. 
When looking at the 
educational experience of the respondents, either of these explanations 
is plausible. 
The third area that the respondents identified was Ilie support tutor proof reading 
their essays: 
[Support Tutor] would proof* read iny essays for me which really 
helped because she would ask ine to explain things she did not 
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understand. [Support Tutor] would also show me where I am going 
wrong with my grammar arid spelling, which really helped. (Tom) 
Norman and Jane supported this view. 
Yeah, I show my essays to [Support 'I'utorl and she gives me very 
useful feedback which helps me to improve on the next essays. In 
fact I will show my essays to anyone who will read it. I am constantly 
bringing them sheets of stuff to read through. (Norman) 
Yeah, she proof reads my essays for me. IfFve handed essays in and 
they've come back rattler poor then I take them to her and she'll look 
through it for me. By tier looldng through the essay, she shows 
where I've gone wrong and through this support she helps me put It 
back together again. (Jane) 
The respondents are using t1le Support Tutor as someone to show these 
individuals where they are going wrong witli their essays. There are a range of 
reasons why the respondent turns to tile Tutor to proof read their work, one of the 
main reasons being that they feel diat this individual lias an understanding of the 
difficulties and problems they face witifln society. It is through this understanding 
that the respondents build up a feeling of trust with tilis individual, because they 
believe the Tutor has their best interests It lieart. Tile respondents are, therefore, 
using the Tutor as an academic safety net, because dirough the relationship which 
has developed, they have realised any feedback would be supportive and 
encouraging, therefore, moving away 
from the embarrassing situations they 
experienced earlier within their education. 
James supported this view with his 
experience of the support sessions. 
If someone is there to help you, it provides you with a feeling of 
security because knowing someone is there is like a kind of safety 
net. I suppose, if you start to struggle, It Is so good to know that 
someone is there to help. (James) 
The significance of these forms of help provided through the support sessions is 
that the respondents possibly becime more confident iii their academic abilities. 
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Norman supported this vieýv wheii he felt that, after the help he received that, 
English was not such a difficult subject after all. 
Through the Support of' the TUtor, English is now no more of a 
barrier because she has made the subject more accessible, which is 
really good. Before hand, I viewed English as a foreign language, but 
it is now not so much of a battle. (Norman) 
One of the reasons why the support improved the respondents' academic 
experience was because any help provided was one-to-one. It is through these one- 
to-one sessions, which was the first thne they encountered such help, that the 
respondents had the confidence to try with their work. In the past the negative 
reaction of teachers, or fellow students, inay hive stopped the individual from 
trying, from or seeking help with work because of the fear of standing out, 
especially within tile classrooin environnient. Through these sessions, the 
respondents believed that they canachieveacadenlic success. 
ILO: 3: 2 Felt the support was good 
Respondents identified three arens where they felt the support provided was good. 
Norman remembered being told what help wasivailable to him when he checked 
out the College: 
When I actually enquired about what help was available, they sat me 
down in the Student Centre and they wenL through all the stuff like 
what they could do for me such as extra t1ine for exams, one to one 
_, 
support and about getting into University. They also showed me 
around the facilities and introduced ine tu the Head of Special 
Needs. (Norman) 
He goes on to remember that froin his inibal eii(juiry aii appointment was made 
for him to meet the Support Tutor. 
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After my initial meeting, I made an al)pointment with the Head of 
Special Needs to come back and discuss In more detail the support 
that they could provide me with. (Norman) 
James reinforced this view when lie eilquiredabout what support was available. 
When I first enquired about access I asked about what support 
might be available. It was the first thing on my mind when I walked 
through the door. (Jarnes) 
He also talked about being in trod uced to theSupport Services and relevant staff on 
his initial enquiry about tile lielp available: 
I think when I very first came I was introduced to the dyslexic 
expert, she was the one that introduced me to the Support Staff the 
facilities and the equipment available to dyslexics at the College. 
(James) 
These experiences suggest tliit there are some structures and support in place to 
help dyslexic students within the Further Educational environment. It is noticeable 
that these individuals discover support through their ovvn personal enquiry, which 
raises questions about College publicity such as its Disability Statement? One of 
the intentions behind the Disability Stiternent was to provide prospective disabled 
students with accurate inforination about the provision available at Colleges of 
Further Education. Witil this requirenient being already in place before these 
respondents started access, you ývould expect t1will to make a reference to it, 
especially given that Norman and James vvere already aware of their dyslexia 
before they re-entered the educational environment. With these and the other 
respondents making no reference to tile Disability 
St, terilent as an information 
source it, suggests that it is failing to ineet students' needs. 
A dyslexic person is, 
therefore, more likely to discover tile support availible through chance, or 
personal enquiry, or by beiiig fortunate eilougli to come into contact with 
College 
staff who have kno%vledge of dyslexia and [lie supportavailable to this group. 
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I think that somebody, probably at my level, as a dyslexic mature 
student, is really only going to find out what support is available by 
asking and not expecting to be told. Maybe, it is an age thing, but I 
do not expect anyone to tell rile. (Daniel) 
It is possibly because of the age of the individual, and their return to education, 
that they are more likely to ask ibout what help is available. There is, maybe, a 
greater emphasis on finding out what support is available because they realise this 
return to education is key towards t1lein bettering their lives. 
Five of the respondents also talked about the time it took to arrange the support 
package. Norman felt his support package wasarranged quickly: 
It was done near enough there and then, when I came back again to 
meet the Head of Special Needs. They basically promised to give me 
what they Initially said they Would do, which was the extra time and 
the additional tutoring. When I started College is was all in place for 
me. (Norman) 
James and Jenny supported this view: 
I think the support package was very quickly arranged for me. Let 
me think ... I'd have sessions wflli 
[Support Tutor] once a week and 
then there was a woman that caine in to help on the computers as 
well. (James) 
I went up to see [Support Tuturl after the dyslexia was confirmed 
through the assessrnerit and lie said that extra English lessons and 
someone to check over nly work would be arranged. He would also 
put me in touch with one of the counsellors downstairs. (Jenny) 
Some of the respondents also talked about the long thne taken to arrange their 
support pack. -age. 
A few weeks, yes I can't szV how long, but It was a few weeks, um 
and it could have even been months. When I actually sat down we 
discussed various reading standards, firstly strategies such as 
reading a sentence, you know reading a text book then writing the 
key points down. (Torn) 
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He provided an explanatioii for the time tak(, ii toarrange support: 
A possible reason why I took so long was because [Support Tutor] 
wanted to know where I wanted to build from, so providing a 
package that meets individual need. (Torn) 
It seems each College has a different approach to arranging support packages for 
the respondents. One explanation provided by support staff was that it was 
quicker to arrange support for those individuals who declared their disability 
before they started access. This to an extent is understandable, because they would 
have more time to prepareand put into place support. Alternatively the difference 
maybe because of the time it would take for a student to discover their dyslexia. 
Combining this with a nurnber of dyslexics possibly varying from year to year, 
such as was the case at College E which, until the 1997-98 academic year, had no 
experience of dyslexics, it is understandable the support package may take time 
because of the uncertainty over whether or not the funding is in place to provide it. 
The value of a support package being available is Lhat it suggests an awareness of 
the needs of this student group, which helps to create a more inclusive educational 
environment. 
Another positive element of the Support Session was being able to meet with a 
Support Tutor if they had any difficulties. James remembered being able to meet 
with the tutor when he hida problem: 
It would be like once a week when I would meet with [Support Tutor] 
to discuss any problems or If I was stuck with something. When I 
found him he would always be willing to help, he would take an 
essay home and go through it for you. You got the feeling that he 
was always there for you. Qames) 
Jane and Tom supported this view. 
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We just arranged that I'd see her once a week if I had any problems 
with my work and required some help. So yes, if any problems arose 
I would go and see [SupportTutorl for some help. (Jane) 
I must have only had a handful ofmeetings over the year, very few. 
But when I had them they were all useful because I could discuss 
and work on any problems that I might have with my work. (Tom) 
The value of these meetings wiLli a Support Tutor is that they provide the 
respondent with the opportunity to discuss any academic difficulties they might 
have, without the fear of being ridiculed for any mistakes that they make with 
their work. The relationship that develops bet%veen the respondents and the tutor 
is a friendship, because respondents feel that they can confide in this individual 
due to their academic status. Sinion supported this view when he talked about the 
one-to-one support sessions. 
I mean when you have one to one teaching they tend to begin to see 
your problems and they certainly give you an advice on an individual 
footing, which is really what I want. After a while I felt I could talk to 
[Support Tutor] about iny whole experience of being at College, not 
just work. (Simon) 
A consequence of this relationship is that the respondents are maybe talking about 
other experiences that they might have, such as their relationships with other 
students. The likelihood would be that the 
Support Tutor is providing academic 
and social support to the individuil, within and outside the educational 
environment, through these meetings. 
A further positive part of the support sessions was that they had helped to 
improve the academic experience. Three of the respondents identified various 
ways in which their support provided t1lein with academic confidence. 
Norman 
talked about how the support gave lifin tile confiLlence to write: 
The support gave me tile necessary confidence to write correctly, 
such as write and structure sentences properly and how to spell 
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words, which was of a great help. As a result of the support, writing 
was less of a struggle. (Norman) 
Jane felt the support she had received has giveii her the confidence to read and 
write: 
I'm reading books, I'm writing with confidence as a result of the 
support that I have received which has been really good. I think this 
has been one of iny inain achievements recently, the confidence to 
read and write. (Jane) 
Tom felt that through support lie developed the strategies to read: 
Through the support I developed the coping strategies that would 
allow me to read. This was good because I could digest a lot more 
Information and get it into my thick skull and understand it. (Tom) 
The help is, therefore, allo%viiig the fixtividual to compete on an equal footing with 
their non-disabled peers, %vIiicli creates a more iiiclusive educational environment. 
As well as providing theni with the confidence to tackle acadernic work the 
respondents felt acadenlically no different to their non-disabled peers. Norman 
remembered how the support gave lifin the confidence to speak in the classroom 
environment: 
Because of the support I have had, I've said things In class. I know it 
doesn't sound that big a thing, but before hand I'd never do it 
because of the fear that I would be laughed at, which resulted in me 
always hiding at the back ofthe class. (Norman) 
jenny reinforced this view. 
Before I would not have spoken In the class, but now I just open my 
mouth anyway. I mean I have got to the point where. I don't care 
whether It is wrong or right, but it'l have got something to say then 
I'll say It. Whereas once I would have backed off and I would not 
have said anything and would have been quiet like a mouse. (Jenny). 
The Support Sessions have given the respondents the confidence to participate 
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within classroom discussions. They have helped to remove the academic 
differences between the respond ents and their peers, that may reinforce the feeling 
of difference. The significance of feeling more confident within the classroom is 
that it may increases the chance of the respondent learning and therefore achieving 
academic success. When comparing these emounters with the respondents' 
experiences of the classroom whilst at school, which were mainly negative, it 
sug I gests the Further Educational environment lias a greater awareness of the 
learning needs of dyslexic students. 
The -extent to which confidence in icademic abilities can develop is shown where 
the respondents used support lessarid less as access progressed. 
As I say, I used her less and less towards the end of the course. I 
was getting better on iny own inerit. Not getting better to make me 
sound as if I was poorly, IRA I was irnproving and coping, I suppose I 
became more confident In my acadeinicability. (Tom) 
Daniel further supported t1iis view: 
if I come here and access my Support Tutor it's because I'm having 
particular trouble with an area -a criteria of an assignment - or 
need a little bit of guidance. As Lhe course progressed, I used the 
support less, because I became inore confident. (Daniel) 
The respondents are ushig the support available L111til they gain confidence in their 
acaden-dc abilities to "go it alolle. " 
JIIIIeI3 SupporLect this view: 
At the start of the course I used the Support available to me a lot 
because I just did not have the confidence in my academic ability. 
However, as the course has progressed I have not used the Support 
as much, and I think one of' the reasons Is because I am more 
confident in my academic abillLy. (James) 
The intention of the Support available is to place the respondents on an equal 
footing with their peers, by providing thein wiLh the confidence that they can 
achieve academic success. 
It seems until the respondent has the confidence that 
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they can achieve acadernicsuccess they w ill turn to theTutor and the help they can 
provide. 
10: 4 Experiences of relationships with Support Tutor 
When exploring the respondent experiences they talked about their relationships 
with the Support Tutor. Their experiences are grouped around the issue of the 
Support Tutor helping the students to come to terms with their dyslexia. 
Four of the respondents talked about the different ways in which their support 
tutor helped thern to corne to terins %viLli dyslexia. Norman remembered how his 
tutor helped him by pointing out Ids streng1lisand weaknesses. 
I'd say [Support Tutorl helped me to overcome my dyslexia by 
pointing out my strengths and weaknesses. It Is really good because 
I get an accurate picture. [Support Tutor] will show me the thihgs 
I've got to work on to get better marks. (Norman) 
Tom talked about how his Tutor's unLiersta riding of dyslexia helped him to come 
to terms with his disability. 
Yes she's brilliant, what she doesn't know isn't worth knowing about 
and what she doesn't know, she can find out. It is through working 
with her that I have come to terms with dyslexia. (Tom) 
jenny and Simon remembered how the support of their Tutor helped them to come 
tO terms with dyslexia. 
When I have been up and had a twenty minute chat with [Support 
Tutorl you conle out feelirig on top of tile world. You feel like you can 
cope with anything especially my dyslexia. (Jenny) 
She has helped me whilst I have struggled with my dyslexia as I 
started access by being their for me as someone who Is prepared to 
listen. Through her support I have progressively come to terms with 
my disability. (Simon) 
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There are various ways in MIMI the Support Tutor helped the respondents to 
come to terms with dyslexia. I'liese different approaches reflect the fact that 
dyslexia affects each individual differently, therefore, the Tutor is providing 
support to meet individual need. Witil Hie respondent being directed to the Tutor, 
it suggests they are the only individuals %vilo have an in-depth knowledge and 
awareness of this disability %vitIlin the educational environment. 
By helping the individual to come to terms %vith their dyslexia, the respondents felt 
the Tutor acted asan advocate on their behalf. Norman remembered how the tutor 
would take him to one of Iiis IMLIIVI'S. 
She rang up [lecturer] and said 'Are you busy? ' She'd say 'Well I've 
only got half an 1-iour. 'She'd say 'Oh, great, we're on our way up 
now. ' I was like 'No, I can't do it, I can't face her. ' [Support Tutor] 
just dragged me upstairs to go and see her and we just sat down and 
just talked through what was going on. After this meeting there were 
no more problems. (Norman) 
Tom talked about how his Tutor stood up for him: 
I don't think I've ever used [Support Tutor] firstly as a safety net and 
secondly as an excuse, but I think she would stand up for me. I 
remember her standftig up 1br rile with [lecturer] when I had my 
problem with her. rlbirl) 
Daniel remembered his Tutor writing toacadernic staff and asking them to take his 
dyslexia into consideration. 
She drafted a letter to all lecturers who taught me, telling the 
Examining Boards to make allowances for my dyslexia and to 
especially take it into consideration when marking my work. (Daniel) 
The significance of the Tutor acting as an advocate is that it is raising awareness of 
this disability with acidernic staff, which helps to challenge the negative 
stereotypes that exist towards disibility vvidiin society. The value of this approach 
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suggests that dyslexics can achieve icademic success with appropriate help and 
support. Jenny supports this vie%v ýifter talkiiig %vith one lecturer. 
It was [lecturer], fie said that There are a lot of students in 
education that have got dyslexia and still go on to get their degrees 
and do everything they wanted to do within their lives. ' (Jenny) 
Tom reinforced this view wheii lie felt the work of the Tutor helped others to 
recognise that dyslexia exists: 
Yeah I think [Support Tutor] being at the College means the College 
needs to accept that dyslexia does exist, even though some lecturers 
don't want to accept It or don't feel that they need the hassle. (Tom) 
Through the Support Tutor being in place, it helps to acknowledge the fact that 
dyslexia does exist within the educational environment. With only one support 
Tutor being available it needs to be questioiied how effective their help would be, 
especially if these individuals are trying to meet the needs of other dyslexic 
students at the College. Jane supports this view, for she felt it was difficult to 
arrange a support package because the Tutor was on her own: 
I think it's very hard to approach [Support Tutorl for help at times 
because she is the only support lecturer at hand. l. thInk it Is really 
hard to put a specific package together, but if there was more 
support from lecturers the help would be better. (Jane) 
an i ue at Whether the Tutor was able to provide eiiough help appeared to be , ss 
College E, where the Support Tutor felt she could notprovide appropriate support 
to Simon and Jane because she did tiot have enough time, due to the extent of her 
other commitments. Tile problem with this scenario is that a dyslexic could be 
reluctant about seeking help, or may wily ask for help in certain areas because he 
realises that the Tutor is busy. Therefore, slie would not want to be viewed as a 
problem. Tom talked about befiig reluctaiit to ask for help because the Tutor was 
always busy: 
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Sometimes I am reluctant about asking for help because [Support 
Tutor] Is based in such a busy environment with lecturers coming in 
and out of the room and people are always asking her questions at 
the same time as well. At times you question the point of seeing her 
because you realise she will be busy. R'orn) 
Jane reinforced this view: 
When I go to see [Suppoft Tutorl she is always so busy. I know one 
of the reasons why is because she teaches all the special needs kids 
at the College. This arid her other commitments at times make me 
feel quite reluctant to come and hassle her. (Jane) 
There are other reasons why these respondents were reluctant about seeking help, 
such as not wanting to be perceivedas someone different by their peers, but it does 
nee d. to be questioned why sorne Colleges would only have one support tutor in 
P lace for helping this group? One- possible explanation maybe that they cannot 
determine, from one academic year to the next, how many dyslexic students they 
will have, so it might be difficult to warrant financial expenditure. This toan extent 
is understandable, but deteri-nining the students' educational experience on the 
basis of available financial resources has the potential to prevent the individual 
from having a positive experience of education. This raises the question about 
what is the point of discoverilig whether the individual is dyslexic if they are not 
able to receive appropriate support because of the lack of funding. 
The availability of a Support Tutor is a step in the right direction. If these 
individuals were not in place it is likely that dyslexia would not be recognised, 
which increases the chances of aii individual dyslexic failing, and previous poor 
educational experiences beiiig repeated. Hovvever, if access opportunities are to be 
increased, there seems to beaii increased need for more Support staff. Even with a 
Support Tutor being in place, the %vay in Mlicha dyslexic would come into contact 
with this individual needs to be explored. It seems an individual, who is already 
aware of their dyslexii, is more likely to seek support and, therefore, achieve 
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acadernic success, more so than someone who discovers their dyslexia through 
their return to educatioti. This is unfair because they risk their educational 
experiences on a chance ineethig with anaware member of staff. 
10: 5 Discussion 
The next stage of Crounded Theory analysis is to provide explanations for the 
respondent experiences of suppot-t Miilst on access. A substantive explanation for 
this category was that some dyslexic students were able to have an improved 
experience of access than others because of the support they were receiving. Some 
of the respondents mainly had a positive experience of support because on the 
whole it allowed thern to access the subjects they were studying. However, there 
were examples from the respomlents' experiences that they could not access 
specific support, or the help they accessed was of no use to them with their studies, 
as well as not disclosing the fact that they were receiving support to their friends. 
The problem with the support eqUipinent was that not all the respondents could 
gain access to a computer to lielp tliern with their studies. And, when they did, 
there was little help and support for the respondents in getting used to these 
rnachines or dealing with any problems. Recognition of the value of using a 
computer is reflected by one of the dyslexic students used as a vignette by the 
National Working Party orl Dyslexia (1999), which can beapplied to access: 
He finds a computer Invaluable. He uses the thesaurus by using a 
synonym he can spell to find the word he wants. Keith (p. 32). 
A computer can, therefore, help tlie individual to cope with the requirements of 
access, such as essay writing. 
Whether a dyslexic is able to gain access to a computer is dependent on whether 
the Institution already has such L-Lluipment in place and if they are prepared to 
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loan out such equipinent to students. There isalso in emphasis on the respondents 
being aware of the value of computers to help them with their studies. In contrast, 
Tom, Jane, Simon and Nonnin had to rely on their family, or the College 
Information Technology provision available for all students. Therefore, being 
already aware of dyslexia placed the respondents in a much stronger position than 
the individuals who discovered thit they were dyslexic whilst on access. They were 
probably more aware of the support strategies available to them, via pre access 
experiences, which clearly helps the individual to be more aware of their rights 
and entitlements. However, being fortunate enough to already be aware of 
dyslexia and selecting the right College does not guarantee that the respondents 
will be able to successfully start using a computer. Hall and Tinklin (1998) 
recognises this problein through staLing that it is necessary for disabled students to 
receive training and ongoing technical support if they are to make effective use of 
this piece of equipment. The problem with receiving little help is that the 
individuals will not feel confident to use Inforination Technology and, therefore, 
lose out on the value that this provision can provide to their studies. 
The availability Of some support equipment, such as a dictaphone, can help to 
create further barriers Miich prevent the respondents from having an even more 
successful experience of access. The dictaphone did not actually help them with 
their studies, but instead increased their workload (Riddick et a], 1997). As well, 
the use of a dictaphone helped to reinforce the feeling of difference between the 
respondent and their peers. By recognising the difficulties in using a dictaphone it 
is irnportant to consider why these problerns have arisen and what they mean for 
the individual student. 
The difficulties in using a dictaphone seem to be more focussed in the way it is 
used than the piece of equipment itself. This is reflected through the 
dictaphone 
being used to record a lecture as a whole instead of key points. This barrier is 
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clearly difficult to overcome, because how would a student be able to anticipate 
additional comments from students and staff? And because of the concern of not 
wanting to miss anything important, it is more likely that the dyslexic respondents 
wiU try to record everything. Witli students being overwhelmed by the amount of 
information they have to record artyway, it is likely that these individuals maybe 
put off from using this piece of equipment. A responsibility is, therefore, on 
Support Services to show dyslexic students llow to use a dictaphone effectively 
with their studies. National Working Party on Dyslexia (1999) echoes a similar 
point through recognising that training should be provided to dyslexic students on 
how to use this piece of equipinent. Another difficulty is concern about looking 
different to their peers. The concern about looking different may result in the 
respondents not using a dictaplione and missing out on important information 
which could reduce their cliance of achieving academic success. The concern 
reflected by the respondents also suggests that they fear their peers would 
represent society's negativeattitULIC towards disability which would result in these 
individuals feeling excluded within the access environment. 
The respondents also recalled the concern about telling their friends outside access 
that they were receiving support. The concern centred around the fact that their 
peers would treat them differently. Whilst only one respondent highlighted this 
concern, it again reveals that the lack of knowledge about dyslexia is an important 
part of the student experience, whether it is in College or not. Norman was 
concerned that once his friends found out that he was dyslexic and receiving 
support that they would display a negative attitude. This concern could result in 
this individual, and others in a similar position, not feeling close to their peers, 
which may result in them feeling outside of the friendship groups. The lack of 
understanding about dyslexia inay result in Lhe individual forming closer relations 
with fellow dyslexics because they are the only individuals who understand their 
support needs. 
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Moving towards a more conceptua I explana Lion of the respondents' experiences of 
support whilst on access, it appears that some Colleges are better than others in 
meeting the needs of dyslexic students. Sorne Institutions had more experience of 
supporting dyslexic students and individuals from other non-traditional groups 
enrolled on access and other educational prograrnmes. This is reflected through 
some of the respondents being ible to receive a computer to help them with their 
studies and the time taken to arrange a support package. The effect of this 
variation is that there is no guarantee that a dyslexic student would receive 
consistent support from one College to another. To an extent this variation is 
understandable, as Colleges ivere designed to meet the needs of their local 
community. Therefore, if there are no dyslexics living within the local area or if 
those that are, are unavvare of their disability, it is hardly surprising that an 
Institution does not hive the provision in place to meet the needs of this group. 
The issue of funding could expliin why there was a variation in provision 
available to this group, for it is difficult to anticipate the number of dyslexics 
enrolling on prograrnmes such as access. The Kennedy Report (FEFC, 1997) 
recognised the need to provide additional funding to widen participation if access 
opportunities into Further Education are to be increased. Furthermore, if there are 
no support staff in place, it is likely that i student with this disability would not 
receive appropriate help, therefore, notachieve theacadernic success of which they 
are capable. These barriers could explain why the respondents looked to a 
combination of support froiii the support tutor, family, friends and a partner to 
help them achieve acadeinic succesý. 
it is now important to consider Miat these developments mein for dyslexic people 
wishing to return to education through access. Taking into consideration the 
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variation in support it seerns soine Colleges are better than others in meeting the 
support needs of dyslexic students. As highlighted by Corbett (1999): 
Guidelines from the FEFC on how to calculate additional support are 
highly complicated and can be widely interpreted by different 
Colleges. (p. 186). 
The level of support a dyslexic student experiences is probably dependent on how 
successful their selected Institution is in accessing FEFC funding. However, it is 
also likely that individuals who are aware of their dyslexia beforehand are in a 
better position than those who discover their disability whilst on access. This is 
because they can ask the right questions Mlich will help them to determine 
whether or not their selected Institution is able to meet their needs. This is in 
contrast to the respondents who discover they are dyslexic whilst on access. They 
are dependent on the support package their selected institution already has in 
place. And, with access being a year long it is likely that the respondents may have 
to accept available help, or do %vitliout, because it would take too long to put any 
help in place. Also, the lack of consistent and standardised support results in 
student choice being restricted to specific Institutions, which itself can discourage 
dyslexic people frorn irnproving their lives through returning to education. 
It is now necessary to lirik the Substantive and Formal Theories together, into a 
rnore general explanation that suggests dyslexic students require support if they 
are to compete on an equal footing with non-dyslexic people within society. There 
is an emphasis within society wi communicating with the written word, and 
dyslexic people may fail to meet this requirement. When a dyslexic deviates, 
within the educational context, Support may be provided to enable the individual 
to return to the systern, therefore, successfully progressing through school to the 
working world. Thus the availability of support is a powerful tool influencing 
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whether a dyslexic person is included into tile wider society, therefore, enabling 
them to meet their full potential. 
The picture that emerges is that there is some support in place at each participating 
Institution to help dyslexics to achieve academic success. However, it is noticeable 
that some Colleges are better than others in meeting the needs of this group. The 
positive experience of support mainly came from working with a Support Tutor on 
a one-to-one basis. This positive encounter occurred because the participants 
realised that these staff are available to help them. However, the respondents 
encountered a less than positive experience in the case of support equipment such 
as computers. In some cases, to improve the level of support, the respondents 
turned to their family or partner. Thus, it is important to recognise that the 
availability of support can make all the difference between whether or not an 
individual dyslexic is able to achieve acadei-nic success. And that, the level of 
support a dyslexic student can expect is very much dependent on the College 
which they select. 
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Chapter 11 "1 exijoyed some access subjects more 
than others. 
PP 
Experiences of the academic elements of access 
11: 1 Experiences of the work and study environment 
11: 1: 1 Studying within the Library 
When exploring the respondent experiences of the work and study environment 
they talked about studying %vithiii the Library. Three of the respondents talked 
about the library beinga good environment to study in: 
There are also areas in the Library where you can work together or 
on your own. I think there's about 6 tables where you can discuss 
things together about the subjects we are studying. It is a really good 
environment to study in. (Daniel) 
Simon and Jane reinforced this view: 
The Library was very quiet, with very little interruption. It was not 
really busy at all. It was usually a few places well away from the 
computers and other areas. It was a really nice environment to work 
in. (Simon) 
It was a dead quiet place to work in and you could really think in 
there as well. The times when I used the Library I managed to get a 
lot of work done, when deadlines were really tight. (Jane) 
Three of the respondents also talked about the library being a good place for 
relevant material: 
The Library is old but saying that it is quite good. There's always 
been the relevant text and references available. Being able to get the 
books from there has really helped at times. (Daniel) 
He also felt it was the place to gain relevant research: 
When I have had to write extended essays the Library has been 
really good because I have always been able to obtain and lay my 
hands on all relevant data /research/ text. It has saved me time 
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from going elsewhere which has helped to improve my grades. (Daniel) 
Jane and James supported this positive experieme: 
The Library was good. I would normally go into the Library when I 
needed to get an essay together because it would be a good chance 
to get together and lay my hands on a range of books that I normally 
could never get hold of. They had a great dictionary in there as well, 
which helped when I had difficulty In spelling a word. (Jane) 
The Library was OK. It had a good selection of materials in it which 
really helped when I had to write essays. In fact the Library was 
better than I expected It to be. It was also a good opportunity to meet 
other people. (James) 
The respondents enjoyed studyiiig within the Library because it Was a quiet place 
to work in. They needed the quiet eiivironmeiit to concentrate and work effectively 
in because they could not work elsewhere. This is understandable because the 
respondents may not have found their home environinent a quiet place to study in 
because of the commitn-ients to their partner or to other members of their family. 
I had to study %vithin the Library because it was the only quiet place 
that I could study wiLhin, I always remembered it was a nightmare to 
study whilst at home. (James) 
The need to study withiii a quiet enviromneiit is a requirement for dyslexic and 
non-dyslexic students. The oppot-lunity to come together may help to increase 
knowledge about dyslexia, and therefore, challenge the negative attitudes towards 
this disability. 
iLiL: 1: 2 Studying within the Support Centre 
Nearly all the respondeiits talked about their experiences of studying within the 
Support Centre. Three of the respoildents felt the Support Centre was a distracting 
environment to work in: 
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It gets really noisy at tinies, especially when the foreign students are in there. They shoLit and talk in short bursts, which makes it really difficult, especially when your're trying to sound words. it's difficult because they are miles away from home and stick together as one big group, which make it very hard to concentrate whilst you are 
working. (Toni) 
James and Daniel supported this view: 
When there's a lot of' people around in the [Support Unit] I end up talking to them as well, It's good at times, but can also be really distracting. [Support UniLl is alright to work In, if you are not in a 
rush with your worlr,, but if yourTe getting close to a deadline I 
couldn't really use it. (Jarnes) 
No it's distracting, In fact very distracting at times. You have a range 
of disabled students with various disabilities because [College C1 is 
opened up to a lot of people with severe disabilities. When you have 
a lot of people creaHng noise and distraction it is not a good 
environment to study in. (Daniel) 
Some of the respondents also talked about a good experience of working within 
the Support Unit: 
When I have gone to Nvork in the [Support Unit] It has been a really 
good environment to study in because you have help available and 
the computers to lielp you to type up your essays. When I am at 
College this Is probably the best environment to study in. (Jenny) 
James and Daniel reinforced this view: 
Study Support has got a good base to study, apart from when you 
use equipment such as the printer. For some reason the College 
can't get a good printer they have changed It a load Of times but it's 
tricky. (James) 
If I took a piece of' work to [Support unit] and say 'Can you just 
check iff They could literally do it there and then. Or you can 
actually get assistance within 5 or 10 minutes. Either of these 
options has been really good. Both of these options have really 
helped when I have been looking to hand in essays. (Daniel) 
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These responses show that the respondents had positive and negative experiences 
of working within the Support Unit. It seems this experience was very much 
dependent on what the individual wanted to use it for. If the individual wanted to 
use the unit for studying purposes they might not be able to, because of noise 
levels. However, if the respondeiitsare attending the Unit for pastoral reasons - or 
for equipment use or proof reading - they are more likely to have a successful 
experience. One explanation that was provided by Daniel for these mixed 
experiences is the design of their Support Unit, which for the majority of the 
Colleges was open plan. Theadvantage of such a design is that it helps to create an 
inclusive environment because, with these Units being open to non-disabled 
students, it is trying to create the picture that both groups are no different to each 
other. Through services being available to disabled and non-disabled students it 
suggests dyslexia is not, cIS Such, tin issue. So possibly the mixing of both groups 
helps to raise and increase awareness of dyslexia within and outside the 
educational environment. Showing how dyslexia affects the individual within the 
academic environment which can help to further knowledge of this disability 
when dyslexic and non-dyslexic people return to the wider society. The 
disadvantage of this approach is based around the individual having difficulty in 
con-drig to terms with their dyslexia: 
Sometimes when I was In Study Support, I did not want anyone I 
knew seeing me there, because they may wonder why I was there. I 
have never been asked, but the concern was always in the back of 
my mind. (Daniel) 
The respondents possibly feared that the opeii plan design may result in them 
being noticed by their peers 111d, Lherefore, being perceived as someone different, 
which was -1 concern reflected duriiig the early stages of the research. But if they 
are it is possible that relationships could be formed because the individuals using 
this service would have somethhig in common. 
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11: 2 Experiences of the classroom environment 
11: 2: 1 Enjoyed the classroom 
When exploring the respoildeiits' experiences they identified two Positive aspects 
of the classroom environnien t. The first area was enjoying the small student group 
size. Norman remembered eiijoyhig studying within small groups in the 
classroom. 
When we did small group work It was really wonderful because we 
would all be working together. You would just sit and listen to the 
lecturer and write down as much as you can, where I would get 
down all the key pohits. I would just try and focus as much as I can 
on the guy who is talking, which helped me to understand the 
subject material. (Norman) 
Daniel, jenny and Tom su pporLed this view: 
We would have days where It would only be five or six of us in the 
class, where we would all Interact with the lecturer. It was very 
effective because we found out a lot more about the subject we are 
learning about in a couple of hours than In previous lessons. So I 
would definitely argue the case that the less number of students the 
more you would actually benefit. (Daniel) 
Sometimes on the ConLemporary Social Studies course last year 
there was only sLx of us in the class. During the break we would all 
get together and have a good discussion about what we have been 
taught over a cup of coffee and at times the teacher would join us as 
well. We would have picked the whole subject apart during these 
breaks and throUghOLIL the lesson. It was these sessions that were 
really good because I learnt a lot. (Jenny) 
The small sessions were great because you get more individual 
attention than you would gain if the classes were bigger. You can get 
the time to ask more questions and link more ideas together, which 
helped to improve rny learning experience. (Toni) 
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Some of the respondents also enjoyed studying in larger groups. James talked 
about enjoying sLudying in large groups because it increased the chance of better 
debates: 
I think I'd sooner be in a larger class, but saying that it would 
depend on whether or not the debate would be good. This is because 
the bigger the group, the more opinions you would get, which would 
be great when we are considering an issue. But when I look back at 
my experiences, certain amounts of people don't like to talk, so it Is 
a no win situation. Waines) 
jenny and Jane supporLed this view. 
In some groups it was better to discuss certain issues within a big 
group, such as Psychology, because it was such a big subject to 
discuss. You would be able to hear everyone's opinion, which helped 
me to learn and develop an understanding. (Jenny) 
When we have about 13 students or more I find it a lot better 
because there is a variety of information being expressed and a 
whole range of ideas. 'I'l-iese groups are a lot better to relate to, 
because we are all learning. (Jane) 
These responses show that the respondents enjoyed studying within the classroom 
environment for a ringe of reasons, possibly because they wanted to achieve 
different things frorn this experience. The respondents enjoyed the larger group 
sizes because they could gain new ideas, comments and thoughts on the subjects 
that were being discussed. Whier(eas, the respondents also enjoyed the sinall class 
sizes because they received fildividual attention froin their lecturers. It is possibly 
through a mixture of both these inethods that the respondents felt they could 
concentrate more on their subject niaterial, therefore, finprove their learning 
experience. 
The small groups I was in were really good because it was a good 
opportunity to focus on the subject material that we were learning. 
This was a lot better than the bigger groups, because there was more 
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people, therefore more distraction because of' the questions they 
would ask. (Daniel) 
Through these small class sizes die respondents felt more confident about asking 
questions and participating within classroom discussion, this is because they 
would be less embarrassed if they got something wrong because of the small class 
size. Another advantige of stuLlying in small classes was that it helped to develop 
relations between the respondent and their peers, as Norman recalled: 
The small classes lielped a lot because it was a lot more personal 
between yourselves and fellow students. It was a bonding kind of 
thing because it was a really good opportunity to meet fellow people 
and make friends. (Norman) 
An advantage of these relationships developing is that both groups look to each 
other for support to help Lhein through their course. Jane remembered how you 
learned from each other in the small classes: 
it was OK. Actually I think that the small class sizes were better 
because a lot of the time we learned from each other. The smaller 
sessions were opportunities for my peers and myself to express our 
own opinions, which was good because the lecturer would expand on 
them as well. (Jane) 
The significance of working %viiiiin large or small class sizes is that tile respondents 
may feel less different, therefore, more included within this environment which 
may lead to a more positive educational experience. As some of the respondents 
remembered that they also enjoyed large class sizes, it suggests that they wanted 
various things from their classroom experience. They found that the large group 
discussion helped thern with Uieir learning of the subject n-laterial. It is possibly 
through large classes thaL the respondents developed a general understanding and 
that they gained a more iii-deptli knowledge in the small sized classes. 
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The next positive experierice Hie respondents had of the classroom environment 
was the opportunity to give presentations. Normn remembers his positive 
experience: 
All the oral presentations I have done have been really good because 
it was a good oppoi*tLinity for me to show my knowledge of the 
subject we were studying. It was at times like this that I felt no 
different to my peers. (Norman) 
James, Jane, Toinand Duiiel reineinber similir positive experiences: 
I have done loads ofpresentations whilst on access. I suppose this is 
because I feel ok witli talldng to my fellow students. The reason why 
I feel OK Is because I liave written things down and then read them 
out. (James) 
I have no problenis a[ all in talking to anybody about anything. I 
suppose this is why I like giving presentations, because whether I 
am right or wrong I (to not mind being embarrassed about It and in 
fact I would rather be corrected than laughed at. It doesn't bother 
me speaking to anyone I really enjoy it. (Jane) 
I do not have any difficulty at all in giving presentations in any of my 
subjects. This is becatise I can do the pre-preparation at home In my 
own time. I mean I did a presentation for a study skills session 
which was all in my oývn time. (Tom) 
As far as our presentution work goes it has , y always been very good. 
As we have progressed through access we have always had the 
opportunity to do Our presentations to the rest of our peers. (Daniel) 
These respondents enjoyed giving presentations because it allowed them to play to 
their strengths - communicating subject material verbally rather than in a written 
form. Another advantage of this approach was that they could prepare for their 
presentation beforehand, therefore, reduce the chance of errors through their own 
efforts or support of a partner, member of the family or Support Tutor. Through 
displaying their knowledge via a presentation, tile respondents functioned on a 
more equal footing acad emically to their peers. 
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11: 2: 2 Has difficultY with the classroom 
When exploring the respoiidetits' experiences further they talked about difficulties 
within the classroorn. Their experiences mainly focussed around the difficulty 
participating. James talked about his difficulty: 
I always had diffIcLilty copying things down from the blackboard 
which is always really annoying. I am copying down the characters 
but not taking the Information in because I am writing so fast. 
(James) 
Daniel and Tom su ppor ted th is view: 
I think I have said to you before that I have had difficulty within the 
classroom. One of the main problems I have is taking information 
down from an overbead projector because it is difficult at times to 
keep up with the writirig. (Daniel) 
Yes, I have always had difficulty taking information down from the 
blackboard because the lecturer would rub off the information from 
the blackboard before I had written it all down. If it wasn't for 
[respondent's wifel I would have been up the street a bit. (Tom) 
Tom goes onto provide a further example. 
Yes, the blackboards are hopeless, they ought to be scrapped. You 
get a set of windows at the side you are sitting on and you cannot 
read anything, and ifits white on black it is even worse. (Tom) 
These responses show that the respondents could not keep up "'vith their course 
b ecause teaching styles were too fast. The problem with these teaching styles being 
too fast is that the respoiWeiiis become anxious because they fear that they are 
falling behind in their studies, which may result in thern thinking previous poor 
educational experiences are beirig repeated. The difficulty with trying to keep up is 
that the respondents Vill prol)ably have jumbled notes and, therefore, not learn 
anything. Jane recalled this parLicular experience with one access ubject: 
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When I dropped down to the second year Psychology, I still had 
difficulty keeping up, especially when there was a lot of dictation. I 
could not keep up, my notes were really jumbled, which did not help 
when I had to learn from them. (Jane) 
The problem with being taught quickly is that it also results in the individual 
feeling that they caimot understand the subject material, as Jane recalled: 
By the time I got home and tried to read my notes about the lecture I 
had that day. I could not understand them at all. I suppose it did 
not help when I coLild not read my handwriting, but the main 
problem I found was that I felt I was not learning anything. (Jane) 
She also recalled not beingable to understand lectures: 
I might as well not be bothered about going in, because I would not 
grasp anything within the lectures. I was feeling that I was not going 
anywherel When it came to writing four essays, I did not know 
anything about them so there was no point in carrying on. (Jane) 
Daniel felt he could not interact with his lecturers in the lesson because he was 
busy writing. 
You are busy writing clown what the lecturers are talking about, but 
because yoLi are doing this you cannot Interact with that lecturer 
effectively, because you are busy writing. You are missing out, which 
obviously means that you're not getting the best from your lecturer. 
(Daniel) 
The problem with feeling that they are not learning anything is that these 
individuals feel excluded within the classroorn environnient. This leads to 
increased feelings of difference between the respondent and their peers. Bearing in 
mind the background of access tudents, whether they are disabled or not, this 
raises the question miy is the subject material being taught quickly? The answer 
would possibly be iliat there is too much material to be taught within a year, which 
results in the subject niaterial being packed in, as Tom recalled. 
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One of the common complaints of access by us all was that we were 
being taught too much. It was just so much for us all to learn within 
a year. I certainly felt stretchedl (Tom) 
The difficulty with being taught quickly is thit access students would feel under 
pressure. 
The problem with this approach is that with access students being out of education 
for different periods of time, it is clearly going to be a struggle for lecturers to bring 
the individuals up to the required academic standard. Attempts to help dyslexics 
overcome the difficulty of keeping up is possibly through tile use of a dictaphone, 
but as has already been shown, with the respondents' experiences of support, this 
form of equipment seerned to hinder, instead of to help the student acaden-dcally. 
And with the respondents also fearing that they will stand out, it is also 
understandable that they do not use such equipment. One option available would 
be for lecturers to provide their lecture notes. The advantage of this option is that it 
would allow the im-lividual IL) concentrate on learning Lhe subject material and 
asking any questions. The effecL of such an approach is that it suggests awareness 
of the learning needs of students from non-traditional groups and helps to create 
an inclusive educational environment. 
I IL: 3 Experiences uf examinations 
Daniel recalled not takitig up the extra timeavailable to him for examinations. 
I haven't asked for extended time available for ine. It has 
discouraged me because I don't feel that there is any justified reason 
why I should have it, because I view It as an advantage over the rest 
of the students. (Daniel) 
Tom was aware that lie had extra time, but did not need it: 
I realise that I can have extra time to help me with my exams, but 
up till now Lhere has not been the necessity to have it. However, I 
know that I have always been able to. (Tom) 
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Simon reinforced this view: 
I was allowed extra time for Maths, but In the end I didn't need it 
because I managed to get everything done in time. At this College 
they have been pretty generous here with the extra-time, so I do not 
worry about the time too much. (Simon) 
James felt the extra time was not enough for him to go tlirough his work. 
Yes I used the extra time right up to the last minute of the exams I 
have had to sit. In fact I have never sat there with ten minutes to 
spare. I am entitled to 25% extra time for all my exams, but I always 
felt that was still not enough time for me really. Because I have 
never had the chance to go through my essays afterwards the 
grammar is ahvays terrible because I am under so much pressure. 
(James) 
jenny remembered usiiig the extra time to calm her dowii. 
The value I found with the extra time I had was that I managed to 
use it to calm myself down a bit. Through my calming myself down I 
was able to bring myself back down to normality, so I could 
concentrate on my work. Qenny) 
These responses sliow that the respondents had different attitude towards the 
extra time available to thern, perhaps because they used it for different things. 
These attitudes towards extra tirne are possibly explained by each respondent 
having a different attitude towards their dyslexia. It seenis some of the 
respondents, who take-up extra tirne, such as James and Jenny, do not mind being 
perceived as different to their peers, whereas, the other respondents such as 
Daniel, Tom and Simon did. I'liese individuals may not have decided to take up 
the extra tirne for a range of reasons. One immediate explanation would be that 
they did not require tile extra-tin-ie to help thern with the examined subjects, this is 
because they already have the strategies in place or confidence in their academic 
abilities. It is also important to consider why Daniel tliought it was a disadvantage 
to have extra time. A possible explanation maybe that lie did not want to be 
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perceived as different from his peers. Daniel -was concerned that they would ask 
him about the extra-time, which rnay lead to a discovery of dyslexia. 
It refers dii-ectly back to not disclosing the dyslexia to the rest of the 
students, as the main reason why I have not taken up the provision 
of extra time. So far today I have not had any extension on any exam 
that I have taken. (Daniel) 
This respondent felt that because of the examinations occurring towards the end of 
his studies that there was no point in disclosing his disability. 
It also seems when extra-tinie was used it helped, in various contexts, to allow the 
respondents to focus On their studies. This is achieved through the extra time 
helping to place the dyslexic on a "level playing field" with their non-disabled 
peers, therefore, hopefully providing them with the sarne chance of achieving 
acaden-dc success within an exam. It is also important to remember that the extra 
time does not eradicate the dyslexia, so it may still be necessary to take this into 
consideration when a lecturer is inarking the exam script. This again raises the 
issue of awareness and whether or not the marker has iny knowledge of dyslexia 
and how it affects the individual within the educational environn-lent. Whilst extra 
time is most welconie, it does also need to be questiOned if this provision helps the 
respondent to display their knowledge of the exarnined subject? It would seem 
unlikely because an examination is asking the dyslexic to communicate their 
knowledge of the tested subject in tile form with which they have difficulty. So 
could the provision of extra-tirne be viewed as an attempt to integrate the 
individual into the educational environment? If so, is this forni of assessment 
setting up the individual to fail, because it is unlikely that they will meet their 
potential unless they have developed effective strategies? Recognition of this fact 
has already occurred through Lheavailability of the viva, which is in opportunity 
for the individual to display their knowledge of particular subjects, orally. This 
form of assessment would also be relevant for non-disabled students because with 
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both groups corning from similar non-traditional backgrounds it could be an 
alternative tool toassess their knowledge, which would help in reintroducing them 
back into the educational environment. The value of this alternative method of 
assessment is that it helps to create an inclusive educational environment, which 
helps to widen accuss to this sector. 
11: 4 Experiences of writing essays 
11: 4: 1 Took time to get used to vaiting essays 
When exploring the respondenLs' experiences of writing essays, they talked about 
the time it took for tlien-i to put a piece of work together. Jenny reinembered how 
long it took her to writean essay: 
I think I can normally write an essay in about four days, with 
putting in four to five hours a day in researching, preparing and 
putting it together. But then I might not even like the essay, which 
would result in my tearing it up and starting again. If I do not stick 
at the essay It would take me weeks, because I lose interest. Penny) 
Jane and Daniel recalled similar experieiices. 
I would worry about tile time it would take for me to write an essay 
especially when I had only got a week left to get it in. There have 
been a couple of times as well when I've done an essay the night 
before becaLise I always tried to put it off. (Jane) 
The problem I have had is when I have had difficulty at finishing off 
the essay, which has really tested me so much at times, because 
everything has had to focusaround getting the essay In. (Daniel) 
It took the respondents a long time because they could not cope with the specific 
requirements of writingan essay, such as organisingand expressing their thoughts 
on paper. The problem with this is that early on tile respondents may get behind in 
their studies, therefore, they develop the feeling that they cannot cope with their 
studies. These particular experiences may result in tile individual feeling different 
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to their peers, which again results in a feeling of exclusion being created. It is also 
important to consider whether the time taken is also because the respondents were 
getting used again to studying, which, if so, would not non-dyslexic students 
display similar difficulties? This is possibly part of the explanation why the 
respondents take their time, which may also suggest why lecturers do not 
recognise dyslexia, because they are more likely to attribute ally difficulties to 
getting used to studying again. 
Another possible explination why the respondents took their time was because 
they had difficulty expressing themselves on paper, as James recalled: 
One of the biggest problems that I have is getting everything down 
on paper, especially when I am writing an essay. The situation is 
especially worst when I am Linder pressure to get an essay in. It is 
getting my thoughts onto the paper that creates the biggest problem. 
(, James) 
jenny, Jane Dan iel Si nion and Norman remember sirnila r experieiices: 
I'd always get my words muddled up when I was trying to write down 
on paper what I was trying to say, which did not really help when I 
was trying to write an essay. This did not help as well, when I would 
take down what the lecturer was trying to say and use It within my 
essays. (Jeiiny) 
Before and ýafter I had just started access I would write an essay with 
a capital letter at the start and finish with a full stop. This problem 
and my difficulty in expressing myself' on paper did not hell) at all. 
(Jane) 
I've found a difficulty rearranging the Information that I am using for 
an essay. The problem with this is that it just takes more time to put 
an essay together when I am trying to express my thoughts on 
paper. (Darilel) 
it was easy enough to get the information that I needed to write an 
essay, but when It came to writing it, this was more of a problem 
because I would always have difficulty trying to organise and express 
myself on paper. (Simon) 
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It would be hard graft trying to write an essay, even when I would 
get lots of help. The whole essay writing thing was something that I 
did not enjoy because I had problems putting down what I wanted to 
say on paper, but Its something that had to be done. (Norman) 
When writing essays, the problem is that the respondents have difficulty in 
expressing their knowledge, thoughts and ideas about a particular subject in the 
required format. This is understandable because the individual is being asked to 
communicate in a format with which they have difficulty. James provides a good 
example of the difficulty: 
My essays are a bit like shopping lists, which is obviously wrong, but 
it is one of the characteristics of my dyslexia. I cannot explain how 
and why I cannot express myself correctly in the form that is 
required, but it can be tedious and annoying. (James) 
The problem with this essay based approach to displaying knowledge is that the 
respondents becon-ie frustrated because they are not achieving good marks, which 
resulted in them feeling different from their peers. This frustration is based around 
not being able to express their knowledge in a similar fashion, which would 
possibly lead to thern feeling excluded within the educational environmelit. This 
negative experience may also lead to the individual dropping out, because they 
may develop the impression that they cannot achieve academic success. 
The only option available to respondents is to develop strategies themselves or 
through the support of others, that would allow them to overcorne the difficulties 
they face when expressing themselves on paper. James remembered working with 
the Support Tutor to help him plan and organise his essays. 
When I saw [Support tutor] we would work on a whole range of 
things such as essay plans and mind mapping. I turned to him 
because he was the only person who could really help me. Yes, it 
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was mainly essay plans and how to mind map essays that he taught 
me. (James) 
jenny recalled a similar experience: 
When I write an essay I tend to do a big plan at the start, so I have 
an idea about what I am writing, then after that I tend to mind map 
the essay, which allows me to be more organised. It was [Support 
Tutor] who showed me how to do this, which helped to improve my 
essays. Qenny) 
Some of the respondents also talked about taking notes to help them write essays: 
My way of coping with writing an essay is to take as many notes as 
possible. The more I could get down on paper the more I can 
remember, which really helps when I am looking for information 
about what I am writing. (Jenny) 
She also talked about writing up notes at home as part of the strategy: 
When I went home I would re-write my notes again from the lectures 
I attended that day. It was more information going In because It had 
gone in three times, the talk by the teacher, you writing It down, and 
then again. It helped me to learn and know which material was 
important for my essays. Penny) 
Daniel recalled similar experiences: 
it isn't easy to keep up with the more in-depth subjects, which I 
have to keep referring back to such as Psychology and Bio- 
chemistry. There is just so much to write down for these subjects, 
which are also very alien to me. To help me understand these 
subjects, I write these notes up at home again, which is useful when 
I am having to write essays, because I have a better Idea where 
everything is. (Daniel) 
He also talked about word processing his notes: 
So what I have done in the most part for the second semester is 
when I got home I would, after writing my notes up at home, then 
word process them as well, which would be really useful for 
reference. (Daniel) 
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The significance of these strategies are that they help the individual to compete on 
an "level playing field" with their peers, and therefore, hopefully to achieve 
acaden-dc success. This goal seems achievable because some of the respondents felt 
more confident in writing essays after they put some of these approaches into 
practice: 
If I was given an essay to write now I would feel more confident now 
than I did before I came here. As the course progressed I have got 
more of an idea of what they wanted, which helps, but at times I still 
don't know if I have enough ability to actually give them what they 
want. (James) 
My standard of understanding what is expected of me and the 
content has Improved as the course progressed. I feel more 
comfortable with my essay writing now because I know what is 
expected as In format, layout, leading one paragraph to another, 
research. (Daniel) 
The importance here is that if the individual is to learn these strategies, it is very 
much dependent on a chance meeting with a support tutor, member of a family or 
friend, who has experience of expressing themselves on paper and is prepared to 
show the respondent such approaches. 
11: 4: 2 Important to be able to re-submit essays 
Respondents felt it was important to be able to re-submit; this was an opportunity 
to achieve academic success. 
Definitely, I mean I've resubmitted work and it's been at Level 3, 
whereas before I hand it in has been at level 2, but it is level 3 you 
need to be achieving because this is the A level standard. Now, 
because my quality of work has improved, I know that if I get it back 
the chances of me resubmitting successfully are odds on. (Daniel) 
Yes, it Is an advantage to re-submit because when you're working on 
credits, it gives you another chance. So if you don't make the grade 
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first time you still have the chance to get your access certificate. 
(Jane) 
The option to re-submit is good because it is an opportunity to put 
right the things I did wrong in the first attempt, such as not putting 
the argument in. (Jenny) 
These responses show that re-submission was a relatively positive experience 
because it increased the opportunity of achieving academic success. This option 
was available because it acknowledged the learning needs of access tudents. It is 
recognising that these individuals will not automatically achieve the necessary 
acadernic standard, therefore, the re-submission option is providing the individual 
with a second chance, which helps to create an inclusive environment. The value of 
this approach is that it is helping to increase access to the subject material for these 
individuals, therefore, improving their experience of the educational environment. 
The respondents also valued the re-submission option because it showed the 
respondents where they are going wrong, as Daniel recalled: 
So, resubmission not only gives you an opportunity of doing that 
and learning from your mistakes, which individuals make anyway 
because they've got onto the wrong track: you also benefit because 
you're going over the subjects the second time. (Daniel) 
jenny supports this view: 
Yes I do use the chance to re-submit an essay because I have the 
pointers where I have gone wrong, so in the next draft I have the 
option to put my previous mistakes right. So In one respect I am 
learning from my mistakes, which helps me to learn. (Jenny) 
These responses show that recognising your mistakes helps the individual within 
the learning process, it helps to develop a feeling of confidence. This is because the 
option to re-submit is an opportunity to identify your academic strengths and 
weaknesses, as Daniel recalled: 
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You have to overcome the embarrassment of having to resubmit your 
work because It is an opportunity to identify your strengths and 
weaknesses, which helps you to identify the areas to focus on for 
when you hand the essay back in and for further ones. (Daniel) 
This would obviously lead to the individual being encouraged to focus or put 
further effort into their studies. 
Another important part of the respondent being able to re-submit essays was that 
their lecturers would provide them with feedback on their work. Jane felt this 
feedback was important: 
If they have covered the essay material in a lecture which they 
normally did, we would speak about it and they would tell me to 
read through my lecture notes again and then go away and redo it. 
This helped because I would fInd out where I was going wrong when 
I started the essay again. (Jane) 
jenny recalled a similar experience. 
I think that was one of the most helpful things out after you handed 
your essay in, the lecturer would give you feedback, which would 
identify where you have gone wrong, such as not putting your 
argument In. I would use their feedback, with the other material that 
I had, as a guide to rewrite my essay. (Jenny) 
It is possibly through this guidance that the respondents develop the confidence to 
carry on with their studies, because they feel their lecturers recognise their learning 
needs; they are taking an interest in their academic progress; and it is through this 
encouragement that the participants attend lectures. 
I IL: 5 Experiences of access subjects 
IL: 5: I Some access subjects were better than others 
When exploring the respondent experiences they talked about some subjects being 
better than others, as James remembered: 
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Yep, I had my own favourite subjects. English I thought was 
garbage, but I really liked Psychology. I suppose it was the teachers 
and their approaches that made all the difference. (James) 
Norman, Jane, Jenny Daniel and Simon had similar positive experiences: 
Yes I had my favourite subjects. One of them was Biology because 
the lecturer was very nice and the materials we used were 
interesting. I also enjoyed English as a subject as well because I had 
the opportunity to write. However, I did find Psychology boring. 
(Norman) 
I certainly had my favourite subjects whilst on access. I enjoyed 
Sociology more than Psychology, because I could understand it, In 
fact it was a hell of a lot easier to understand than Psychology. 
(Jenny) 
Yes, I definitely had my favourite subjects. I think the one I enjoyed 
the most was Psychology, in fact I absolutely adored it. I have got a 
bookcase with like ten books on Psychology. When I did the exam 
last year I got a level 3 and I was over the moon. (Jenny) 
I enjoyed some subjects more than others whilst on access. I think 
Psychology was the best one because I achieved my best credit, 
which really encouraged me. The subject I had difficulty with was 
Bio-chemistry where I achieved my worst credit. (Daniel) 
i enjoyed a range of subjects whilst on access. I enjoyed English 
because It was an opportunity to write, which I had not really done 
before. I also liked History of Art, because I didn't realise how badly 
a lot of books were written. (Simon) 
The respondents enjoyed these subjects because they were interested in them, 
which could be attributed to a range of explanations. One explanation maybe that 
the new subjects the respondents started, such as Psychology, they genuinely 
found interesting. Alternatively, the respondents are genuinely interested in the 
subject, possibly they have already achieved academic success within other 
subjects earlier within their education. On the other hand, the respondents enjoyed 
these subjects because they could identify with the subject material, therefore, they 
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felt similar positive experiences can be repeated. The teaching styles of individual 
lecturers could also make the subject material interesting. Obviously the 
significance of these explanations is that it helps to create a less intimidating 
learning environment, which results in the respondent feeling less different to their 
peers, therefore, wanting to participate within the classroom discussions. 
When exploring the respondent experiences further they talked about the 
enjoyment of specific subjects encouraging them to work harder: 
Yes, I think because I enjoyed Psychology, I worked a lot harder at 
the subject because I did not want to get any bad marks. This is in 
contrast to English, which I never really went to. One of the reasons 
why was because the teacher and I seemed to be from two different 
worlds. (James) 
If I found the subject extremely interesting and I had a desire to 
know more about it, I would work a lot harder, which would be me 
reading 90% of the books. If I wasn't real interested in some subjects 
I would not bother and then soon switch off. (Daniel) 
Yes, yes, definitely I would work a lot harder for the subjects I really 
enjoyed. And I've also tended to buy a lot more books and watch a 
lot more documentaries about it because I have wanted to do it. 
(jenny) 
It is possible that the interest the respondents have developed in these specific 
subjects encouraged them to work harder. The encouragement from the lecturer 
probably helped the individual to work harder with their access subjects because 
they did not want to let these individuals down. Alternatively, the help they are 
receiving from their Support Tutor is making the subjects they are studying more 
accessible, which encourages the individual to work harder. Probably combination 
of both explanations contributed towards the respondents enjoying 
learning again: 
One thing I noticed about the subjects I enjoyed was that I started to 
enjoy learning, through reading as many books as possible about 
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what I had learnt and asking questions within lecturers; this was 
instead of me being told to take something as the truth. (Jenny) 
Through this positive experience the respondents may begin to realise that they 
can achieve academic success, therefore, they develop confidence in their own 
acaden-dc abilities: 
I have participated in every subject, I have never held back and have 
always tried to show an interest and learn from every subject. I 
would say the more confident you are, with any essay, the more you 
put into it. (Daniel) 
James recalled a sirnilar experience: 
As I have progressed through access I have become a lot more 
confident about what I am required to do for access. In fact I am a 
lot more relaxed within the College environment because for the first 
time I am enjoying learning. (James) 
if so, the respondeilts may start to question why they did not have such a positive 
experience earlier within their education? They will probably hold their previous 
teachers or parents responsible because they did not recognise dyslexia earlier 
within their lives. 
When I discovered that I was dyslexic, I wondered, why it had not 
been noticed beforehand. I hold my teachers responsible for not 
recognising my dyslexia whilst I was at school. (Daniel) 
The significance of discovering dyslexia at such a late stage of the respondents' 
lives, is that these individuals will be more aware of the need to find out whether 
or not any person is dyslexic at the earliest stage possible. 
Some of the respondents also talked about not enjoying some of the access ubjects 
they were studying. Jane remembered having difficulty witli Psychology: 
Yes, Psychology was the subject I had difficulty with, I don't know 
why I had a problem with it, but I just could not get any good marks. 
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At times I wondered if I was too old, or I was to stupid, to get my 
head round the subject. (Jane) 
Simon, James and Daniel also experienced difficulty with some subjects: 
Yes, I was worried about Maths the most, as well as English. I 
suppose I had a problem with Maths because I felt I just could not 
do It and what happened whilst I was at school. English was a 
concern, but because I could read and the course required A level 
standard English, I was less concerned. (Simon) 
I suppose I stopped going to Maths because I could not do it and me 
avoiding it was a way of coping, I don't know. I just did not want to 
keep putting myself through the stress, and funnily enough, they did 
not kick me off the course when they found out I was not going. 
(James) 
When It comes to certain topics, perhaps all topics, but certain 
topics, like Physiology and Bio-chemistry for me, they are very 
difficult subjects. This is possibly because they are very in-depth 
and that there is so much to learn when it comes to exams, which 
become very complicated that results In making it hard for me. 
(Daniel) 
The respondents possibly found these subjects difficult because they did not find 
them interesting. One explanation maybe that the individuals had a negative 
I experience of these subjects earlier within their education, which resulted in the 
respondents developing a fear that they would be viewed as "not academically 
capable, " as Jane recalled. 
I think at times, because I have difficulty with some of the subjects, 
that the lecturer and fellow students would view me as someone 
different. They don't really have any knowledge of the past, but it 
worries me that previous experiences will be repeated because I 
cannot actually get It from my head and onto paper. (Jane) 
The reason why Jane felt different to her peers was because of her difficulty in 
expressing the knowledge and thoughts that she had about a particular subject on 
paper. Jane also probably thought that she would not receive any support to help 
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her to overcome the difficulties she would face. It would, therefore, be important to 
stress to the respondents that negative experiences are not going to be repeated. 
Alternatively, the respondents alternatively may have had difficulty with these 
subjects because of poor teaching styles. The problern here is that the individual 
lecturer's approach to teaching specific subjects may influence how interesting 
they are. As already mentioned the lecturer is possibly in a no win situation, 
because of the need to teach access within a year, therefore, the option to be flexible 
in their teaching styles maybe restricted. With access being a course designed for 
non-traditional groups it should be expected that they have knowledge of dyslexia 
and are taking this into consideration when teaching. If they do not, the 
respondent may feel that previous poor educational experiences will be repeated, 
as Jane remembered: 
Basically she got rid of me by offering me to go down to a slower 
group. She said drop down to second year because they go at a 
slower pace, which will be less intense. It did turn out to be less 
Intense, but it did not really work. I just felt my school experiences 
were occurring again. (Jane) 
By not taking into consideration the needs of dyslexics, the respondents may not 
able to feel that they can achieve academic success therefore, feel different from 
their peers, which may result in them considering leaving the educational 
environment. One mpre explanation maybe that the respondents did not really 
have any prior knowledge of specific subjects, therefore, combined with the other 
pressures of returning to education they may have found the subjects difficult. 
ILIL: 5: 2 Helpful to have some knowledge of subjects before access 
started 
Respondents felt it was useful to have some knowledge of subjects before access 
started: 
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For some of the subjects it would have been useful to have a basic 
knowledge beforehand. This would especially be the case when it 
comes to writing essays, because you need a clear understanding, 
which would help If you had prior knowledge. Certain topics, that 
would require this knowledge are Physiology, in which the mature 
students who had some nursing knowledge would have a clear 
advantage, but the same goes for me as well. (Daniel) 
Tom, James, Jenny and Norman supported this view. 
It doesn't hurt to have some knowledge of the subjects before you 
start, it helps you to develop a quicker understanding of what you 
are being taught. So I suppose I can understand them giving reading 
lists before degree courses start. (Tom) 
Well I used to read Psychology and Sociology books before I started 
access, which helped when I started the course. When It came to 
Physics I also had a basic knowledge, especially as I'm a Star Trek 
fan. So I think a slight knowledge and Interest does help. (James) 
Yes, especially as far as Sociology Is concerned, I think if I had have 
got a basic knowledge of the subject beforehand it would have 
helped. In fact I probably wouldn't have found it so difficult. (jenny) 
It would have been a good start, yes, to have some basic knowledge 
of the subjects that I was studying. If anything you have some idea 
of what you are getting into, which helps to get better marks sooner 
rather than later. (Norman) 
The advantage of respondents having some knowledge of access subjects before 
they start is that their return to studying is not such a shock to the system, which 
increases the chances of them achieving academic success. When the respondents 
started access they probably relied on their previous educational and life 
experiences to help them to get used to studying again. Jenny recalled how the 
previous course that she undertook at College helped. 
Well I think the previous [course] helped to 
was required to do whilst on access, becausE 
to the notes I had made there to help me, 
problem with. (Jenny) 
prepare me for what I 
I could always go back 
in the subjects I had a 
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Tom recalled finding out what was required before he started access: 
Before we started access I remember finding out what reading 
materials we would be required to look at, which I would take home 
with me and try and read to get some understanding about what is 
required. I just thought such preparation would help me. (Tom) 
It seems the respondents were prepared to adopt a range of strategies that would 
ease them back into studying, which was probably a similar approach adopted by 
their non-disabled peers. The pre-course preparation suggests that the respondents 
hope that it would increase their chances of them achieving academic success. 
Clearly the respondents have identified this return to education as an important 
opportunity to improve their life opportunities. Whatever strategies or approaches 
respondents adopted it is likely that they would feel they are on a steep 
educational learning curve. 
11: 6 Discussion 
Having explored the respondents' experiences of the academic elements of access, it 
is now necessary to move towards providing a Grounded Theory (Substantive, 
Formal and Cumulative Theories) explanation of their programme within a critical 
social research approach. 
A substantive explanation for the respondents' encounters is that the dyslexic 
students had a mixed experiences of the academic elements of access because of 
both the way in which they were taught, and learned, their selected subjects. The 
positive side to the respondents' experiences was their enjoying studying within 
the various College environments, such as the classroom, as well as extra-time for 
examinations. In contrast their negative encounters focussed around taking down 
information from the blackboard, the fear of standing out, and taking time to 
getting used to writing essays. 
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The respondents had a positive experience of studying within College locations 
such as the Library or classroom. The respondents' interactions within these 
environments meant their dyslexia was not an issue. Turning to the Library, the 
respondents had a positive experience because, in the activities required, such as 
searching for relevant books or studying results, dyslexia was not an issue. 
However, Riddick et al, (1997) found a different experience: they reported dyslexic 
students having difficulty in finding material within the Library. These differing 
experiences could be attributed to a range of factors such as layout of the Library, 
respondents having effective coping strategies in place, or dyslexia affecting the 
individuals differently. Whatever the explanation it shows that individual 
dyslexics' learning needs are different. 
Moving on to the classroom, most respondents had positive experiences of giving 
presentations. These individuals enjoyed giving presentations, because it gave 
them the chance to display their knowledge of the subject material they had learnt. 
The National Working Party on Dyslexia (1999) reinforced the value of tool to 
display their know ledge of presen ta tions for dyslexics, bu t recognised tha tit is not 
an ideal method for all as a subject material. Presentations can give dyslexic 
students an opportunity to display their strengths, instead of weaknesses, and that 
contributes towards the individual feeling no different, therefore more included. 
Further recognition of the value of oral communication for dyslexics is reflected 
through the respondents enjoying group discussion work. These methods of 
communication suggest that dyslexic students may not have difficulty in learning 
information, but in expressing their knowledge of subject material on paper. 
Another positive experience of access is reflected through the availability of extra- 
time for the respondents when undertaking examinations. This particular 
provision helped the respondents because it increased the chance of a dyslexic 
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student achieving academic success, whether it is through helping to calm the 
individual down, or providing them with additional time to read through their 
work. Recognition of the value of extra time comes from Hall and Tinklin (1998) 
who discovered that disabled students used this provision for different reasons, 
such as helping to calm the individual down or stretch and to prevent the 
individual's muscles from going into spasm. The intention of extra time is 
therefore aiming to help a dyslexic student to compete on an "level playing field" 
with their peers (Herrington, 1996). It is also noticeable that some of the 
respondents did not use the provision of extra time to help them with their 
examinations. This is because the respondents did not need it, or feared that if they 
did use it others would perceive them as different. Hall and Tinklin (1998) 
recognised that many students, who used this provision, felt segregated from their 
fellow students. This is possibly reflected through dyslexic students being mis- 
perceived as having an advantage over fellow students by their peers and lecturers 
through the provision of extra time. 
Other negative experiences the respondents encountered were concerned with 
processing and displaying their knowledge of subject material into written format. 
Another particular barrier was taking information down from the blackboard. As 
the respondent cannot take the information down accurately, it may also result in 
clyslexics not being able to fully understand and learn the subject material. As the 
respondents cannot keep up, it can result their feeling excluded within the 
classroom. Taking information down from blackboards is possibly a common 
difficulty faced by other disabled people, such as visually impaired students, who 
recalled lecturers continually writing and pointing to information on a blackboard 
(Low, 1996). The method of communicating subject material is therefore a key 
issue for many disabled students, whether or not they are dyslexic. The way in 
which subject material is presented can influence the level of academic success. 
And if access is to be able to meet the needs of groups such as disabled people: 
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... who might 
be excluded, disadvantaged, delayed or otherwise 
deterred by a need to qualify for entry In more conventional ways. 
(Parry 1996, p. 3)., 
there is clearly a need for lecturers to be more aware of the learning needs of 
disabled people. 
Staff development would be one way to create recognition of the learning needs of 
this group. To an extent this is already in place with staff providing lecture notes as 
handouts or in alternative formats as part of good practice for all students, which 
was noted by some of the respondents. However, recognition of the need for a 
more formal and co-ordinated approach to staff development is reflected through 
responses to the Tomlinson Report (FEFC, 1996). There are intentions to develop 
national standards for teachers and Learning Support staff in Further Education 
(Hurst, 1999). 
The next barrier that the respondents faced was producing written format 
assignments such as essays. The main difficulty the respondents faced was that 
they had problems organising and expressing themselves on paper, which resulted 
in them taking greater time to write essays. Gilroy and Miles (1996) recognise this: 
Many dyslexics students are able to talk about difficult concepts 
with fluency and yet when they have to express themselves in 
writing they are unable to 'get across' what they wish to say with 
anything like the same level of sophistication... [in writing]. (p. 97). 
In Riddick's et al's, (1997) investigation one student recalled: 
Everyone else seems to be able to write an essay in a day, but I sit 
down and start writing it and the shortest I think I've written one 
was from about 9.00 until 7.00 and I didn't have a break all day, I 
just kept going and going. (p. 95). 
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Anecdotal evidence clearly indicates that it takes a great deal of time and effort for 
a dyslexic student to write an essay, even with support being provided through the 
support tutor, family, partner and friends to help the student to write improved 
essays (Riddick, et al 1997). The insistence on even dyslexic students writing essays 
indicates how academic success in the educational environment is judged almost 
solely by how effective the individual can be in expressing their ideas on paper. 
A further recognition of the difficulties dyslexics face in writing essays is in the 
structure of access programmes, allowing the respondents to re-submit their essays. 
The significance of this option is that it recognises the different learning needs of 
all students, therefore, helping dyslexic students to feel more included, through 
staff providing guidance, and then a second chance to improve essays. The focus 
on communicating with the written word suggests that success -within the 
educational systein is measured by how effective the individual is in 
demonstrating this skill. 
A formal explanation of the respondents' encounters with the academic elements 
of their programme, is that dyslexic students have a more positive experience of 
the access subjects they have learned through expressing their knowledge via oral 
(presentations, group work) instead of written (essays) methods of 
communication. This varied experience confirms that dyslexic students have 
strengths in verbal communication and weaknesses in written comnluiiication 
with their academic work. Stephens (1996) recognised the verbal strengths of 
dyslexics and recommended the: 
the opportunity of an oral/viva to complement the written 
submission. (Stephens, 1996, p. 49). 
Herrington (1996) provides an insight into why oral communication is a more 
suitable method through highlighting the difficulties this group face: 
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Dyslexia is a series of cognitive deficits/ weakne sse s /inefficiencies in 
processing written language, or a difference in thinking and learning 
style, which may be an advantage or gift. it usually involves some 
delay in reading speed and difficulty in producing accurate written 
work quickly. (p. 33). 
The main obstacle dyslexic students face is that they learn and express knowledge 
differently to their peers, which creates problems for them within the educational 
environment. By recognising the strengths and weaknesses of dyslexics within the 
educational environment the flexible delivery of access helps to make the academic 
environment more accessible. This connects with suggested learning straLegies to 
help this group, for example staff providing feedback to increase students' 
understanding and develop their learning skills (Krupska and Klein, 1995). 
A cumulative interpretation of the respondent experiences of access is that dyslexic 
students learn differently to their fellow students which influences the level of 
success they can achieve within the educational environment and their lives as a 
whole. The implication of learning differently is that dyslexic students may feel 
excluded within the educational environment. This is because they cannot easily 
communicate within the recognised format, such as the written word. And with 
success in society being measured by what qualifications an individual has, it 
means that education plays an important role in determining life opportunities. If 
an individual does not fit within the educational environment because they cannot 
learn in the expected way, it is likely that a dyslexic student will feel marginalised 
within wider society, whether it is through not having qualifications, or a lack of 
understanding about this disability. 
The picture that emerges is that the structure of access allows dyslexic students to 
have both positive and negative experiences. The positive experience occurs 
through the flexible structure of access recognising the verbal strengths of 
dyslexics. The negative experience occurs through the respondents encountering 
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difficulties communicating in a written format, which helps to reinforce a feeling of 
difference. To increase accessibility and, therefore, improve the dyslexic students' 
experience, there is a need for a range of measures to assist this group. 
At an environmental level possible improvements could be moving away from 
large group work such as lectures, to small group work, such as seminars, for 
learning and teaching. This reduces the chances of the classroom being perceived 
as a threatening environment, encouraging the respondents to participate in 
discussions. Other developments could be allowing students to communicate their 
knowledge their preferred format such as through a viva. Further improvements 
could be through staff development, such as encouraging academics to present 
subject material in alternative formats. The significance of these suggested 
improvements atan environmental, and individual, level is that it is increasing the 
chance of dyslexics achieving academic success whilst enrolled on access through 
making this programme more accessible. 
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Chapter 12 
Learning Support Staff Questionnaire 
This chapter presents the findings of the Learning Support staff questionnaire, 
which provided an insight into the staff perceptions of the support available to 
dyslexic students enrolled on access courses at the Colleges of Further Education. 
12: 1 Learning Support guestionnalre 
The aim of exploring the staff experience was to supplement the investigation of 
the student experience, which was the main focus of this research. 
Table 12: 1 provides a breakdown of the staff responses. One student completed a 
questionnaire on behalf of his Access Co-ordinator. 
Table 12: 1: Breakdown of the staff responses to the Learning Support questionnaire 
ccess Co-ordinators 2 
inators 5 
Student 1 
These questionnaires were unique to each Institution because they were based on 
earlier staff interviews and field notes undertaken during stages 1 and 2 of the 
research. They were sent to key staff such as Disability, Access, Learning Support 
Co-ordinators and Tutors, with the aim of building up the most accurate and 
reliable picture possible of the provision available to this student group. As is 
shown in table 12: 1, it was mainly the Learning Support Co-ordinator and Tutor 
who returned the questionnaire. The reasons given by the Access and Disability Co- 
ordinators for their ]in-dted responses was that they felt that these individuals had 
more of a detailed knowledge of the provision available at their College to these 
students. This view was reinforced by one Access Co-ordinator who returned the 
questionnaire. 
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Please note that [Dyslexia Co-ordinatorl and [Disability Co-ordinatorl 
are the tutors responsible for dyslexia 'support' in College and are 
more likely to be able to provide more detailed information about our 
provision than I can, but I hope this is useful nevertheless. (Access 
Co-ordinator at College D) 
This response suggests that these members of staff had either a formal or informal 
knowledge of the support available to these students, through either prior teaching 
experience or awareness of a Support Service. The most significant characteristic to 
emerge was that each Institution had developed its own distinctive provision 
towards supporting dyslexic students, 
12: 2 Learning Support provision at College A 
Tom and Jane were the respondents who were enrolled on an access programme at 
College A. It was the Learning Support Tutor only who completed the 
questionnaire. 
This College offered a Support Unit which was available to all students. It seems 
that they possibly used this service to help them generally with their studies, such 
as using the computers to type up their essays, or when they required help in 
specific subjects such as English. It is noticeable that this support varied very much 
by need and the individual student. The intermittent use of the Support Unit could 
possibly be explained by the fact that study skills were a formal part of the access 
programme. 
Study skills is written in as part of the access programme - it Is a 
compulsory feature. (Learning Support Tutor) 
It is more likely that these individuals used this area as a quiet place to study than 
anything else. This could possibly be explained by the fact that they could not 
borrow any equipment such as a dictaphone to help them with their studies. 
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Alternatively, these individuals did not need to regularly use the Support Unit 
because they relied on a Support Tutor for help. 
At College A, the respondents had access to one member of staff who had 
experience of supporting dyslexic students. This member of staff provided a range 
of help such as: 
" Screening "in-house" for dyslexia. 
" Arranging a formal assessment by an Educational Psychologist. 
" Helping them to become aware of how their dyslexia affects them. 
" Helping them to decide the support packages available to them. 
" Planning strategies, such as mind mapping. 
" Workshop support. 
13 Arranging extra time for examinations. 
C3 Essay support. 
The common characteristics that emerged were that the respondents were screened 
"in-house" and then referred to an Educational Psychologist. It seems more by luck 
that the individual student was able to access this support, because there is no 
formalised procedure for referring dyslexic students by academic to support staff, 
as recalled by the Learning Support Tutor. 
Strictly speaking, no. One was picked up at Interview, another had 
prior knowledge of services available from GCSE year. (Learning 
Support Tutor) 
There was more ernphasis on the individual declaring any difficulties at the 
interview stage, which may lead to them being directed to the College Support 
Services. 
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12: 3 Learning Support provision at College B 
James and Jenny were the respondents who were enrolled on an access programme 
at College B. The Learning Support Tutor and the Access Co-ordinator completed 
the questionnaire. This College offered a Support Unit that was available to all 
students. It was through this Unit that the respondents were able to arrange and 
access their support packages. 
Liaison and negotiation occurs between Student Services and Study 
Support. The Student Services team has the overview of support for 
students with dyslexia. (Learning Support & Access Co-ordinator) 
It was through Student Services that one respondent, James, was able to borrow 
equipment, such as a computer, to help him with his studies. 
One has - although this didn't occur until the 2 rid year of his course. 
(Learning Support & Access Co-ordinator) 
At this College the students mainly relied on one specific member of staff to 
support them with their studies. This member of staff provided a range of help 
such as: 
c3 Individual support. 
o Helping them to decide the support packages available to them. 




c3 Time management skills. 
c3 "In-house" screening for dyslexia. 
o Arranging assessmentby an Educational Psychologist. 
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u Arranging extra time for examinations. 
It must be noted that the respondents did not access all of these Services at the 
same time. For example, James did not use the Support Services much during his 
second year, because there was more of an emphasis on examinations. In addition 
to this help, the students were able to prepare their work for submission through 
services such as the Skills Workshop. This involved another student typing up the 
individual's essay. It was only James who really used this service. It seems these 
students became aware of the Support Services available to them at this College 
through a variety of routes: 
o Seeking help witli their studies. 
a Self-identified themselves as dyslexic. 
Attended an initial interview to discuss their support needs. 
At the interview stage became aware of the support services. 
The reason why these various routes are highlighted is because one of the 
respondents, James, was aware of his dyslexia before he started access. This is in 
contrast to Jenny, who did not discover her dyslexia until her second year. 
12: 4 Learning Support provision at College C 
Daniel was the respondent enrolled on -in access programme at College C. The 
questionnaire was completed by him on behalf of his Access Co-ordinator, and the 
Dyslexia Support Tutor also completed this questionnaire. The reason provided by 
this Access Co-ordinator was that she did not have the time. 
This College offered a Support Unit that was available to disabled students 
enrolled on its various courses. It was through this Support Unit that Daniel was 
able to arrange his support package, and students were also able to borrow 
equipment such as computers. 
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Loaned for seven months, but not for IT education. (Dyslexic student 
on behalf of Access Co-ordinator) 
This view is reinforced by the Dyslexia Co-ordinator. 
As and when requested. (Dyslexia Co-ordinator) 
It seems the support to help the students to become familiar with their computer is 
part of the course, and not a service offered by the Support Unit: 
But only as part of the course's criteria. Rather than prior supply by 
issue of the laptop. (Dyslexic student on behalf of Access Co- 
ordinator) 
This is a welcome option, but the concern here is that the respondents would be 
under considerable pressure whilst they are learning how to use this equipment. If 
anything, they may not be able to cope with learning how to develop Information 
Technology skills and keep up with their course, which could obviously have a 
detrimental effect on their educational performance. There is also the option for 
dyslexic students to borrow other equipment such as a dictaphone, from this 
Support Unit. It is noticeable that this respondent decided not to take up this 
option, which is explored within the Support chapter. At this College this 
respondent mainly relied on one specific member of staff to support him with his 
studies. This member of staff provided a range of help such as: 
C3 One to one support. 
C3 Extra time for exa n-dna tions. 
a Availability of computers to assist with examinations. 
C3 Proof reading of essays. 
U Spelling. 
C3 Structuring of essays. 
U Helping to decide the support pack-, igesavailable. 
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u "In-house"' screening for dyslexia. 
u Arranging formal assessment by an Educational Psychologist. 
When investigating these services further they seemed to be more specific to this 
Institution. One such opportunity was for students to be provided formal feedback 
on the support that they have received. 
Termly reviews of work, plus a finial review are completed where 
students have the opportunity to provide feedback and it gives me 
an opportunity to note progression. (Dyslexia Co-ordinator) 
A picture of more informal arrangements is provided by Daniel. 
Other than conversing with support teacher on immediate needs. 
(Dyslexic student on behalf of Access Co-ordinator) 
The value of providing feedback on the support an individual dyslexic is receiving 
is that any support is more likely to be tailored to their educational needs. The 
difference in opinions could be explained by the respondent not interpreting his 
conversations with his Support Tutor as an assessment of his support package. 
One noticeable difference here is that this respondent did not have access to the 
one-to-one support available to the other participints, instead it was group 
support that was available to Daniel. 
iL2: 5 Learning Support provision available at College 
Norman was the respondent enrolled on an access programme at College D. It was 
his Access Co-ordinator and Support Tutor who replied to the questionnaire. This 
College offered a Support Unit that was available to disabled students enrolled on 
its various courses, It seems that the unit was more of a place where they received 
support and help with their studies through a Support Tutor. This contrasted to 
Colleges B and D, which offered similar services, but were also able to loan out 
equipment to support the participants with their studies. Norman, had access to 
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the facilities available to all the other students enrolled on courses at this College. 
Again the respondent was mostly dependent on one individual to provide 
support. This member of staff provided a range of help such as: 
u Arranging a support package before starting access. 
a Extra time for exin-dnations. 
o "In-house" screeiiing for dyslexia. 
c3 Arranging formal assessment by an Educational Psychologist. 
u One-to-one support each week, which covers: 
Q Planning assignments. 
Editing. 
Proof reading of essays. 
iv. ) A structured spelling programme. 
V. ) A structured grammar programme. 
It is important to establish how this respondent became aware of the Support 
Services available at this College. Norman probibly became aware through two 
routes, which were his mother informing him about her positive experience of the 
support she received whilst attending the College. He was already aware of his 
dyslexia, therefore, able to declare it on his application forms. All students 
attending this college are given a guidance interview, which could have resulted in 
him being referred to the Support Services whether or not he was aware of his 
dyslexia. 
All students receive a guidance Interview and are referred 
appropriately. (Access Co-ordinator) 
The opportunity to assess need before the individual starts their studies is ideal, 
because it is an opportunity to highlight any potential barriers. It would seem these 
issues could potentially be dealt with ata course interview, which would have the 
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advantage of raising awareness and increasing the knowledge of the learning 
needs of disabled students. 
12: 6 Learning Support provision available at College 
jennet and Simon were the two respondents enrolled on two different access 
programmes at College E. It was noticeable that these students did not have access 
to a similar Support Unit that was available to the other participants. Instead they 
only had access to one Support Tutor, who also acted as the Dyslexia Co-ordinator 
for the whole of the College. This member of staff provided a range of help such as: 
o One to one support. 
u Study skills support. 
u Arranging Extra time for examinations. 
c3 Help in writing up essays. 
When exploring the responses to the one-to-one support, it seems this help was 
vital, as it allowed the respondents to keep up to date with their studies. 
Those who have attended the Support provision have kept within a 
week of their deadlines. (Dyslexia Co-ordinator) 
Without this help it seems likely that the respondents could have dropped out, 
because they may not have coped with the requirements of access. This view is 
again supported by the Access Co-ordinator. 
The students who have used the one-to-one support have mostly 
survived, but those who were referred after Easter have also failed. 
(Dyslexia Co-ordinator) 
Being provided with additional help seems to influence whether or not some 
individuals have a successful experience of education. It seems these respondents 
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became aware of the Support Services available to them at this College through a 
variety of routes. 
o Referral by staff. 
Prospective students contacting the Dyslexia Co-ordinator. 
Whilst these were the two routes highlighted by the questionnaire, the researcher 
was aware of Jennetand Simon declaring their dyslexia on their application forms 
and at interview. The one important factor to note here is that if the individual was 
not aware of their dyslexia, there is a heavy reliance on teaching staff picking this 
up, which can be unreliable. 
12: 7 Discussion 
The overriding characteristic to emerge was both variation and similarity between 
the Colleges in the support available to dyslexic students. The variation was shown 
through not all Colleges having similar Support Services in place to help this 
group of students. The variation is not surprising, because of the way in which 
disabled students are supported within this sector. It could possibly be explained 
by the legal requirements placed on the Further Educational Funding Council 
(FEFC) and its funding methodology. Section 4 of the Further and Higher 
Education Act 1992, states the duty to: 
have regard to the requirements of persons having learning 
difficulties. (FEFC, 1999, p. 3). 
Each of these Colleges would possibly argue that they have fulfilled this 
requirement by meeting and responding to the varying needs of the local 
communities. It was recognised by the Tomlinson Report (1996) that: 
... there is a need 
to explain the system more clearly so that colleges 
may reallse Its potential value. (FEFC, 1996, p. 10). 
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Different interpretations of the additional funding mechanism by Colleges could 
also explain the variation of provision available to these respondents. Some 
Colleges argue that their interpretation of this funding mechanism is simply 
meeting the requirements of this provision. Variations may reflect the continual 
changes in the student population for each respective College, in that any of these 
institutions may have more or fewer disabled students from one year to the next. 
it would seem that this funding approach is better suited to individuals who are 
already aware of and have declared their disability, as the College will have more 
time to prepare appropriate help. It is therefore likely that a student who is not 
aware of their dyslexia may not have the same opportunities available to them. The 
concern here is that the way in which support within Further Education is funded 
can act as a tool that limits the number of dyslexic students within this sector, 
therefore reducing the opportunity to achieve academic success and improve their 
career opportunities for this group. 
When further exploring the support provision available there also seemed to be 
areas of similarity between the Institutions. Examples of similarity are the 
respondents having access to one-to-one support and being screened ill-house 
before a formal assessment by an Educational Psychologist. Individual support 
seems to be an important part of the support package to help respondents to 
overcome the barriers they face within the educational environment. These 
individual sessions helped to develop the respondents' confidence in their own 
academic abilities by explaining in greater detail their work, or developing an 
essay plan on the work that these individuals have been taught within their access 
subjects. In essence these respondents are possibly looking to the one Support 
Tutor to provide then-i with the reassurance that they are progressing ill tile right 
direction. One noticeable characteristic is that there is only one Dyslexia Support 
Tutor available at each College, even though the Institutions varied in size. Taking 
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into consideration that each College varied in size, it is necessary to question how 
effective the support provided by a Tutor would be for a dyslexic student. Tom 
highlighted this concern with his experience of support at College A, where he felt 
the Tutor was very busy. 
[Support Tutor] also speciallses in helping other disabled students at 
the College, which results in her being very busy at times. I think to 
myself that she should be helping them not me. (Tom) 
The pressure of support staff having to meet the needs of all students results in 
them possibly not being able to help this group. Other common elements seemed 
to be the respondents being assessed whilst at College, either in-house or by an 
Educational Psychologist. This is an important step because these forms of 
assessment aim to provide students with an explanation for their difficulties and, 
as a consequence, highlights their strengths and weaknesses, therefore providing 
them with a platform to move forward. To assist with this process it is vital to 
carry out an assessment at the earliest stage possible. 
After establishing what support is available to these students it seems there are a 
range of measures, which could be put into place that would help the individual to 
have a much-improved experience. A possible model of support based on the 
Learning Support interviewsand questionnaires could be: 
c3 Access to a support unit. 
" One to one support such as study skills. 
" Equipment loan such as coniputers and training on them. 
c3 Assessment of dyslexia 
If any of these measures were to be put into place, it may still be necessary to start 
support before the course starts. This could improve the chances of the students 
gaining academically, therefore reducing the chance of tile individual playing 
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"catch-up" with their studies. It is important to remember that whatever Support 
is available it cannot be prescriptive because the needs of these individuals vary. 
One Support Tutor commen ted, 
Since the needs of dyslexic students are all different, it is virtually 
impossible to say ALL students do anything. (Support Tutor at 
College D) 
Where there is evidence of support being in place, which can potentially enable the 
respondents to have a much-improved experience of the educational environment, 
the recommendations of Tomlinson (FEFC, 1996) suggests that this platform 
should be built on by: 
... a more generous interpretation ... In the 
light of changing 
conditions, (p. 10). 
By taking into consideration these cominents and to help this Sector to become 
more accessible, it is necessary to have foundations of a basic provision in place, 
possibly along the lines of the recornmendations made by the HEFCE (99/04) base- 
line provision document (for HEW, which then individual Colleges can build on to 




The purpose of this chapter is to establish the contribution this study has made to 
the access to Higher Education debate, as well as the strengths and weaknesses of 
the theoretical framework and methodology used to explore the students' 
experience. 
13: 1 Contribution to the access debate 
When establishing tile contribution this research has made, it is important to 
remember that this investigation of the dyslexic student experience adopted a 
critical social research approach, which starts from the premise that society 
contains elements that oppress certain groups and individuals. As stated by 
Harvey (1990). 
'Critical social research'... refers .... only to work which involves a 
critique of oppressive social structure ... [that exists within society]. 
(P. 19). 
In adopting this critical view of the world, it is necessary to ask the question - how 
do these findings reveal the ways in which dyslexic peopleare marginalised within 
the educational environment, a ii d wider society? 
Turning to Compulsory and Further Education, the key issue to emerge is that the 
current structure of these educational sectors tends to prevent dyslexic people 
from achieving the same academic success as their non-dyslexic peers. One 
difficulty facing dyslexics was the introduction of "market principles" into 
Compulsory and Further Education. The move towards a market approach to 
education occurred: 
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... in the UK, 
from the Education Reform Act of 1988 onwards,... [it]... 
has been concerned with releasing market forces at the school, 
College and Tertiary level. (Lucas and Mace, 1999: 116). 
The intention behind the 1979-97 Conservative administration introducing market 
principles into education was to reduce State expenditure and provide greater 
value for money. This would be achieved through increasing participation, 
providing greater student (and parental) choice and delegating budgets to 
individual Institutions. Tom highlighted the reality of increased participation 
through access programmes. 
We went to the Open Day which was eye opening in itself, and came 
for an interview (very informal interview) with the sector manager 
who made us feel welcome, where I did broach the subject of 
dyslexia. However, I think in the end these individuals were only 
interested in whether I could breathe. (Tom) 
The problem with rnarket principles is that it introduced a "factory" approach to 
education. As stated by Eisner (1985): 
The school was seen as a plant. The superintendent directed the 
operation of the plan. The teachers were engaged in a job of 
engineering, and the pupils were the raw material to be processed In 
that plant, according to the demands of the consumers. 
Furthermore, the product was to be judged at regular intervals along 
the production line using quality control standards which were to be 
quantified to reduce the likelihood of error. Product specifications 
were to be prescribed before the raw material was processed. In this 
way efficiency, measured with respect to cost primarily, could be 
determined. (p. 42). 
The impact of market forces on education (Compulsory and Further) is that 
students are being treated as products, who are expected to acquire specific skills 
and knowledge as they progress a long an educational conveyor belt. The inflexible 
educational structure is reflected through the introduction of Performance 
Indicators, such as league tables, into the educational environment. The focus on 
Performance Indicators has resulted in a greater emphasis on increasing general 
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academic standards than on meeting the needs of students with special 
educational needs (Bagley and Woods, 1998), such as dyslexics. The difficulty that 
market forces create for dyslexic students is that they have led to the establishment 
of a set of relatively fixed educational standards that an individual is expected to 
meet if they want to achieve success whilst at school, College or University, and 
the wider world. Such criteria are measured by being able to communicate 
knowledge via a written and verbal format to acquire qualifications. For dyslexics, 
who often cannot communicate via a written format on the same level as their non- 
dyslexic peers, this expectation creates a barrier. It is highlighted by the 
respondents' experiences of school and College before access. Simon recalled his 
negative experience of teachers whilstat school. 
I always remember being asked by my Maths teachers to stand on a 
table in front of the whole class and go through my times table In 
front of the whole class, as a punishment because I could not get 
them right. It put me off Maths for the rest of my life and has made 
me very wary of teachers and lecturers. (Simon) 
Norman recalls one negative encounter with a lecturer. 
After I was humiliated by the one lecturer over me using a 
dictaphone, I decided to never use any equipment within any classes 
as I was always concerned that any lecturer would make me stand 
out as different if they asked any questions in front of the whole of 
the class. (Norman) 
Focussing on the individual, instead of the wider environment, locates dyslexia 
within a medical and individual model instead of the social model of disability. 
The difficulty facing dyslexic students is that they are forced to fit into the 
educational norm, which results in this group being mirginalised, whether it is 
within education, or the wider world. The significance of negative prior 
educational experiences is that it establishes the need for educational programmes 
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such as access to provide non-traditional learners, such as dyslexic people, with a 
second chance toachieve acadernic success in a more positive atmosphere. 
The individualisation of dyslexia is further reflected through attempts to recognise 
and provide support for this specific disability. The emphasis on the individual is 
also shown through diagnosis of dyslexia through assessment procedure by an 
Educational Psychologist. 
When I went to see the Educational Psychologist I was really 
nervous, because I was on my own and I had the feeling that the 
Intention behind the assessment was to find out what was wrong 
me, whether I was dyslexic or just thick or stupid. (Jenny) 
The dyslexia assessment is that it is the equivalent to a medical diagnosis for 
anotherformof disability, becauseit finds out why the individual cannot rneet the 
required educational expectations at the various stages of their lives, such as being 
able to acquire GCSE's and A Levels. This includes the the assessment searching 
for medical difficulties such as: 
-evidence of any cognitive disabilities or neurological anomalies (e. g. in memory, visual perception, phonological processing or motor 
co-ordination) which are likely to have adverse effects on learning. 
(NWPD, 1999, p. 97). 
And individual difficulties such as: 
-evidence that the 
difficulties or disabilities that have been 
identified are not primarily due to (a) limitations in experience of 
written and/or spoken English, (b) lack of motivation, application or 
educational opportunity, (c) emotional causes, or (d) poor general 
health or a medical condition. (NVYTD, 1999. p. 97). 
The emphasis on finding out what is "wrong" with the individual is reflected 
through the dyslexia assessment providing guidance on how to accommodate the 
needs of the dyslexic within the educational environment, whether this is through 
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additional time for examinations, or study skills support to help the student 
communicate more effectively in a written or verbal format. 
The dyslexia assessment also reflects the power of professionals such as the 
Educational Psychologist, as they are able to determine whether or not an 
individual is dyslexic and the support that should be provided. These individuals 
are the educational equivalent of doctors, health care professionals or social 
workers. The significance of Educational Psychologists' position is that it helps to 
maintain the hold of these professionals over dyslexic people through their 
claiming to know more about what is right for dyslexics than the individuals 
themselves. The dyslexia assessment helps to maintain the status quo, and 
therefore the oppression this group faces within the educational environment and 
the wider world. This is because the dyslexia assessment does not recommend that 
the environment adapts, instead it suggests ways by which to re-integrate the 
individual dyslexic into the educational environment through a range of strategies, 
such as providing a computer to help the individual with their studies. The 
difficulty with Educational Psychologists having the power to determine whether 
or not a student is dyslexic is that it is contributes towards limiting the knowledge 
of this disability throughout society, therefore contributing towards the oppression 
this group encounters. 
The focus on the individual throughout the dyslexia assessment helps to fit with 
the market principles that dominated the educational environment during the 
1980s and 1990s. The method of assessment is helping to provide value for nioney, 
by responding to the needs of the individual student instead of adapting the wider 
environment to support dyslexics. By responding to individuals, it is possible to 
keep costs down to a rninimurn when recognising dyslexia. However, with market 
principles being introduced into education as an attempt to raise levels of 
participation, conflict occurs between the attempt to increase numbers and the 
349 
support available. The reality here is that if higher levels of participation are 
encouraged, it is likely that the number of dyslexics entering the educational 
environment will increase. The consequence of the increase in numbers is that 
existing methods of assessment will not be able to cope with demand and will 
prove to be an expensive way to recognise dyslexia. This view is recognised within 
Colleges developing in-house screening to: 
... ascertain whether a 
full psychological or diagnostic assessment 
would be warranted (because psychological assessment Is quite 
expensive and time consuming). (NWPD, 1999, p. 87). 
This was the case with the respondents who undertook in-house assessments at 
each of the colleges at which they were studying. As highlighted by Tom: 
I remember having my Internal assessment with [Support Tutor] to 
establish whether or not it was likely that I was dyslexic. This is 
because [Support Tutor] told me that the actual assessment was 
very expensive, therelbre to justify the expense to the College they 
had to firstly find out whether or not I displayed dyslexic 
characteristics, However, I remember It taking some time to be 
officially assessed because I was always being told that the College 
had to find the money. rrom) 
Development of screening shows that individual recognition of dyslexia, is in 
reality, incompatible with the niarket principles which dominate the educational 
environment. The problem with focussing on the individual dyslexic is that the 
student may not receive the help they need to achieve academic success whilst on 
access. In contrast the increase in participation would suggest the need to tackle the 
wider environment if education is to become more accessible to this group. 
Dyslexic people are facing multiple layers of oppression within society whether 
, this is through encountering 
a lick of knowledge or being assessed for this 
disability. 
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The focus on the individual student through the dyslexia assessment is further 
reflected through the support provided to this group within the educational 
environment. This is because support, whether it is people such as a Support 
Tutor, or equipmeiit, such as a computer or a dictaphone, aims to provide the 
student with enough help to re-iii tegra te them in to educa tion, so they can compete 
on an equal academic footing with their peers: 
I remember being told by [Disability Co-ordinatorl that the Intention 
behind me being provided with a computer is that it would help me 
to organise and complete my essays, which would hopefully increase 
the chance of me getting good grades. (James) 
The significance of this approach is that it helps to inaintain the status quo 
therefore the oppression dyslexic students face within the educational 
environment. This is specifically seen through the role of professionals such as a 
Support Tutor, who are recognised as the official individuals to help this group. 
The Support Tutor helps to inaintain the oppression dyslexic people face at 
numerous levels. This is specifically seen with the Support Tutor, who has the 
responsibility for interpreting tile reconiniendations of the dyslexia assessment, 
whether they are internal or external, to provide this group help with their studies 
at their respective College: 
After the assessment I remember going through the Educational 
Psychologist's report with [Support Tutor], so fie could explain the 
various tests and what they meant. After that we started to discuss 
what further support could be offered to meet my needs. (jenny) 
Through the Support Tutor helping to decide the support package I dyslexic 
student receives, these individuals are helpitig to mait t, in the power of 
professionals withiii the educational environment. This was highlighted by many 
of the respondents, such as Tom, ideiitifyirig the Support Tutor as providing a 
`fsafety net. " The Support Tutor has the specific responsibility for rehabilitating the 
dyslexic through providing direct support, or recoinmeiiding specific equipment 
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to help this group to communicate more effectively widiin a written or verbal 
format. The power of the support tutor is maintained through the dyslexic student 
becoming dependent on these professionals, as they are perceived as the 
individuals who can provide students with the assistance they need to achieve 
academic success. Oliver (1987) highlighted what this dependency on professionals 
means for disabled people: 
I would further criticise the 'professionalisation' of service for 
disabled people, on the assumption that the professionals know best 
what disabled people need and are in charge. The provision of 
services in such a way is at best patronising, and at worst further 
disabling, since disabled people may be pushed into becoming 
passive recipients of the kinds of services other people think they 
ought to have. (P. 18). 
The extent of dependency is reflected through tlie fact that if a dyslexic student, 
such as any of the respondents who took part fil this research, decided not to seek 
help from the Support Tutor at each of their respective Colleges they would have 
received little, if any, Institutional help. 
The involvement of the Support Tutor shows that there are a series of professionals 
involved in assisting dyslexics within the educational environment starting with 
theacadernic (teacher or lecturer), LheEducational Psychologistand SupportTutor. 
It is important to recognise that each of these individuals plays an important role at 
different stages of the educational experience, whether this is through recognising 
students' dyslexia or providing support with their studies. In recognising that the 
educational environment is oppressive, the reality of the current position of 
dyslexics suggests that they need to make the best of this situation through 
working with professionals (academics, Educational Psychologists and Support 
Tutor) if they are to achieve academic success, therefore improved life 
opportunities. 
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The availability of the Support Tutor reflects the fact that there is an attempt, 
through access, to meet the needs of non-traditional groups such as dyslexic 
students within the educational eiivironi-nent. Simon recalled the effect of help: 
When I started access it was the first time that I received any 
support to help me with my studies. It was great that I could always 
go to [Support Tutor] for help with my work or when College was 
getting me down. (Simon) 
In attempting to meet individual need there is a clear attempt to provide cost- 
effective support to dyslexic students, whether they are at school or College. 
However, the focus on the individual is helping to maintain the marginalisation 
dyslexic people face within the educational environment, through reinforcing 
feelings of difference, between this groupand their non-dyslexic peers, as reflected 
by respondents such as Daniel. Furtherniore, the support a dyslexic receives can 
help to reinforce feelings of difference in this group because each student receives 
differing support to assist theni with their studies. The focus on the individual 
helps to maintain the control professionals, such as the Support Tutor and the 
Educational Psychologist, have over this group. 
However, the reality of focussing on the individual instead of the wider 
environment is that instead of ininirnising, it is actually increasing, costs. This is 
reflected in the Further Educational Funding Council for Wales (FEFCW, 1998) 
progressively providing an increase of funds to meet the needs of disabled 
students, which rose frorn; E400,000 to; E2,246,000 between 1993-1998. The increase 
in funding has occurred because there has been a growth in the number of 
students requiring additional support, %Aere btemeen '1994-97, there was an 
increase from 75,000 to 116,100 needing help (FEFC, 99/05). The increase in 
student numbers results from the market principles introduced into education via 
the 1979-1997 Conservative administration, which aimed to increase levels of 
participation. Instead of 
focussing on tile individual as a cost effective method of 
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support, it is again becoming "too costly" to meet the support needs of dyslexic 
students. Students find they cannot access the support which should be available 
because it is too costly for Institutions to provide help, which reduces the chanceof 
this group achieving academic success. The Learning Support Tutor at College E 
highlighted this concern because she felt it was not possible to meet the needs of 
the respondents fully because of the lack of Institutionfl resources. The way in 
which the educational environment is currently structured places barriers in the 
way of dyslexic people who want to achieve academic success, whether this is 
through having to be assessed, or receiving specific support for this disability. 
When dyslexic people move out of the educational environment into the wider 
world they still face oppression. Respondents such as Tom, Daniel and James 
highlighted this concern, being cautious about disclosing their disability widely to 
others, such as friends and work colleagues. One explanation is that success in 
society is often measured by what qualifications an individual has gained, whether 
it is at school, College or University. This is highlighted by the respondents such as 
Tom, jenny and Jane, who felt that access, would allow them to obtain a 
professional career. Bolton (1986) has a similar view: 
[this is] ... a society where the possession of a 
degree is, in most 
cases, a passport to a wide range of careers. (p. 6). 
The problem facing dyslexic people is that, because of the failure of the educational 
environment to take into consideration the needs of this group, they may be 
perceived as a failure within the wider world, sitice qualifications are used as a 
measure to determine the success of tile individual within society. Education 
connects with the wider world because it isan environi-nent which is instilling a set 
of common skills which the hidividual is expected to 
have if they are to survive in 
the wider world, such as the ability to coininunicate in a written and verbal format. 
The failure of dyslexics to acquire these specific skills at a sufficient level results in 
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this group being perceived as different to their non-dyslexic peers within the 
educational environment and tile wider world. The role of education within 
society is reflected in the power of qualifications within the wider world. It is the 
emphasis on continual learning that makes qualifications a powerful tool, as they 
are being used to help structure society. Qualifications help to create a hierarchy of 
careers such as professional careers (e. g. teachers, lecturers, doctors and solicitors), 
at the top of the ladder, whereas no qualifications places an individual (e. g. un- 
skilled manual workers) at tile bottoin of a career ladder. The effect of 
qualifications is that they help to rationalise the nurnber of people doing certain 
jobs within society. The implication for dyslexics is that they are excluded from 
doing certain jobs because of their lack of qualifications, which often results in 
individuals being at the bottorn of the career ladder. Access attempts to address this 
issue through providing individuals, whether or not they ire dyslexic, with a 
second opportunity to gain a qualification, which would lead to improved career 
opportunities. 
The representation of disability within today's society, whether it is through the 
media or the disability movernent, can contribute towards the limited knowledge 
of dyslexia. Turning to the media, the problem facing dyslexic people is that there 
is little representation of this disability through newspapers, television and books. 
Riddick (1995) found that eighteen mothers, out of twenty-five, had heard some 
reference to dyslexia through magazines, papers, books, t(elevision and the radio. 
Instead disability within the mainstream media, are represented mainly as the 
visible candidates, with disabled people being represented as: 
... the tragic 
but brave invalid (for example, Tiny Mm); the sinister 
cripple (for example, Dr No); the 'supercrip', who has triumphed over 
tragedy (for example, (Helen Keller). (Shakespeare, 1999, p. 164). 
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The problem with the media representing disability as having a visible and 
physical form is that it contributes to the general public's attitudes to and images 
of disabled people. There is wide recognition of the media having the potential to 
shape the public perception of disability both through the work of acaden-dcs 
(Inglis, 1991; Ang, 1996; Eldridge et al, 1997) and the Broadcasting Standards 
Council (1994), which acknowledged that cultural imagery plays an important role 
in attitude and identity formation. 
The difficulty facing dyslexic people occurs at two levels: Firstly, with limited 
media recognition of dyslexia, and failure to locate it within the notion of 
disability, it is unlikely to be recognised as a disability within society. Therefore 
discovery of dyslexia is less likely to occur, whether it is within or outside the 
educational environment. Secondly, if dyslexia is identified, it is likely that the 
dyslexic person will still face oppression within society. This can be through 
people with dyslexia being treated as "tragic individuals" or the belief that 
"dyslexia does not exist, " therefore is an "excuse. " As there is limited reference to 
this disability within tile rnifilstrearn rnedia, this could explain parental, fan-dly 
and partner reaction to this disability. Instead of searching for a reason, such as 
dyslexia, to "explain" an individual's difficulty, it is likely that traditional 
explanations suchas "not acadeniically capable" would be adopted. The difficulty 
with the media influencing public attitudes is that they have tile power to establish 
what are "recognised" and "acceptable" disabilities within society The problem 
with limited recognition of dyslexia within the inedia is that dyslexics will feel 
different, as well as isolated and marginalised, vvithin. society, because their needs 
are not recognised. 
One impact of the lack of reference to dyslexin within the rnedia and wider society 
is that College access progranirnes will be enrolling students who are unaware of 
this disability. The significance of access attracting individuals who want to better 
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their lives, but are unaware of dyslexia, is that a responsibility is being placed on 
those professionals working within this programme to recognise this disability, 
whether this is through lecturers, or study skills, if it is actually perceived as a 
second chance to achieve academic success. Tile failure to recognise dyslexia whilst 
on access results in this group being less likely to achieve academic success, 
therefore potentially questioning the value of returning to education to improve 
their lives. 
Turning to the disibility movement itself, the limited recognition it has of dyslexia 
could help to explain why there is little knowledge of this disability within wider 
society. The value of the disability movement for disabled people is that it has 
helped to challenge the oppression this group faces, partly through providing 
theoretical tools, such as the Social Model of Disability, to explain their position 
within society and to strive: 
... 
for full economic, social and political inclusion In society. 
(Chappell, 1998, p-21 1). 
In recognising the value of the Social Model of Disability for the disability 
movement, it is necessary to consider whether people with dyslexia would be able 
to identify with this specific interpretation? To an extent tile disability movement 
has gone some way to recognising dyslexia through the acceptance of the label 
specific learning difficulties. Irrespective of this label, it is important to highlight 
that the prospective students willing to take part in this research, and the 
respondents felt that they were not "disabled. " The closest these individuals came 
to linking to the label "disabled" was through the researcher nliking them aware 
that they would be entitled to additional grants such as the Disabled Students 
Allowance (DSA), when they progressed onto University. 0 
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At a general level, the closest the disability movement has come to recognising 
dyslexia is through the label specific learning difficulties. However, as indicated by 
the respondents' reaction to being classed as "disabled" they also displayed little 
identification with the label learning difficulties, instead they were happier with 
the label "dyslexia" as an explanation for their difficulties. One explanation for the 
barriers facing dyslexic people is that much of the literature emerging from the 
disability movemen t LI efines: 
impairment in terms of the body. (Chappell, 1998, p. 214). 
The focus on the body is reflected through the work of Hevey (1993), who argued 
that: 
... the 
history of the portrayal of disabled people Is that disabled 
people are portrayed as flawed able-bodied people. (p. 118). 
The problem of focussing on the body is that dyslexic people are excluded from the 
disability movement because their impairment is not linked with the body. The 
problem for dyslexic people fitting into the disability moven-lent is further reflected 
through attempts to define impairment. The attempt to define impairment has 
solely focussed on the body, such as tile social model of impairment (Crow, 1996) 
being used to explain bodily pain. An explanation for dyslexia not being 
recognised within tile disability inovement, is that its most prominent current 
disabled writers, such as Mike Oliver and Sally French, are writing from their own 
personal experience of a physica I or sensory impairment. 
With the popular med in portraying disabled peopleas physically different through 
films such as 'Tominy' (1975), it is understandable that the disability movement 
has focussed on the body to challenge the oppression they encounter. Nonetheless, 
the problem with this is that dyslexic people M11 feel inarginalised from the 
disability movement because their needs are noL taken into consideration. One 
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consequence of people witli dyslexia feeling excluded from the disability 
movement is that they will be less able to fight for [lie social, political and 
economic rights, for which other disabled people are fighting forand will miss out 
on the social support provided by tile movement. However, the lack of knowledge 
of dyslexia could also be explained by organisations such as the British Dyslexia 
Association (BDA) -, Ind the Adult Dyslexia Association (ADO) failing to make any 
reference to disability. This view is reflected through the British Dyslexia 
Association (BDA, 2000) definition of dyslexia. 
'Dyslexia' comes from a Greek word and It means 'difficulty with 
words. ' Dyslexia affects reading, spelling, writing, memory and 
concentration, and sometimes maths, music, foreign languages and 
self- organisation. Some people call dyslexia 'a specific learning 
difficulty. ' Dyslexia tends to run in families. Dyslexia continues 
throughout life, 10% ofthe population is dyslexic, 4% being severely 
dyslexic. Dyslexic people may have creative, artistic, practical skills. 
They can develop strategies for their areas of'difficulty. (p. 1). 
The picture that ernerges is that dyslexic people may not class themselves as 
disabled at two levels. This is firstly through the disability movement failing to 
recognise the needs of dyslexics by focussing on tile body. Secondly, with dyslexia 
organisations failing to link definitions of dyslexia to a wider interpretation of 
disability offered by the social model of disability. A similar picture is displayed by 
the U. S. Deaf scholar Tom Hu niphries: 
There is no room within the culture of Deaf' people for an Ideology 
that all Deaf people are deficient, It simple does riot compute. There 
Is no'handicap'to overcome. (Humphries, 1993, p. 14). 
The picture that emerges is that certain groups of disabled people will feel more 
included (or excluded) within the disability movement than others. The 
consequence of people with dyslexia not being on an equal footing to other 
disabled people is that this group will face two barriers, which are the failure of 
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wider society and of the disability movement to take their needs into 
consideration. The risk in dyslexic people not viewing thernselves as disabled, or 
the disability movement not fully taking into consideration the needs of this group, 
is that it can result in dividing disabled people, therefore contributing towards the 
hold of professionals over this group. For Access progran-u-nes the failure of the 
disability movement to take into consideration the needs of dyslexics contributes 
towards the marginalisation this group faces whilst enrolled on this programme. 
The disability movement failing to use its political power to educate access 
providers on how to develop programmes that take into consideration the needs of 
people with dyslexia and other disabilities. This may contribute towards this 
group achieving limited or no academic success through programmes such as 
access. 
13: 2 Evaluation of the theoretical framework and methodology 
For an evaluation of theoretical framework and Methodology, it is necessary to 
s establish the strengths and weaknesses of the Critical Social Re earch and the 
Grounded Theory inethod used for this study. It is therefure necessary to ask the 
question: has the Critical Social Research approachand Grounded Theory method 
allowed me to effectively explore dyslexics' student experience of access? 
To achieve this goal, it is important to consider whetlier a mixed research approach 
can be used to undertake social researcli. Tile realist approacli, offered by Layder 
(1993) as a way to conduct social research, suggQsLs that it is possible to use this to 
investigate dyslexic students' experience of access. This research approach draws 
on: 
... the ideas of 
Merton and Glaser and Strauss with a view to 
developing an alternative approach which builds on the stronger 
features of each of these ... (Middle I'Lange Theory and Grounded 
Theory) ... and excludes their less Useful Ones, (Layder, 1993, p. 4). 
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Through the realist approacli, drawing on Middle Range Theory and Grounded 
Theory it intends to: 
... convey the 'textured' or interwoven nature of different levels and dimensions ofsocial reality. (Layder, 1993, p. 7). 
The realist approach aims to reveal the complex nature of the social site under 
investigation, by offering an insiglit into society ffiat looks at n-iacro issues such as 
structural and institutional plienornena as well as micro plienomena such as 
interaction and behaviour. 
The disability research strategyadvocated by Stone ail d Priestly (1996) will now be 
used as a guide to assess the strengths and weaknesses of the theoretical 
framework and methodology in this study. They state disability research should be 
based around: 
1. The adoption of a social model of disablement as the 
epistemological basis for research production; 
2. The surrender of claims to objectivity through overt political 
commitment to the struggles of disabled people for self- 
emancipation,, 
3. The willingness to only undertake research where it will be of 
practical benefit to the self- empowerment of disabled people and/or 
the removal ofdIsabling barriers, 
4. The evolution of control over research production to ensure full 
accountability to disabled people and their organisations; 
5. Giving voice to the personal as political, %vhilst endeavouring to 
collectivise the political commonality of Individual experiences-, 
6. The willingness to adopt a plurality of methods for data collection 
and analysis in response to the chatiging needs of disabled people. 
(p. 706). 
This research adopted the social inodel of disability to explain the respondents' 
experiences of access. This niodel was chosen because of its power to transform the 
consciousness of disabled people as recalled by David Hevey (1992). 
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The second flash oil this road to Damascus as a disabled person 
came when I encountered the disability movement. I had learnt to 
live with my private fear and to feel that I was the only one Involved 
in this fight. I had internalised my oppression. I think I went 
through an almost evangelical conversion as I reallsed that my 
disability was not, in fact, the epilepsy, but the toxic drugs with their 
denied side-effects; the medical regime with Its blaming of the victim: 
the judgement through distance and silence of bus-stops crowds, 
bar-room crowds and dinner-table friends-, the fear, and, not least, 
the employment probleins. All this was the oppression, not the 
epileptic seizure at which I was hardly (consciously) present. (p. 1-2). 
By adopting the social model of disability, the research was able to highlight the 
barriers dyslexic people faced within and outside the educational environment, 
such as through limited knowledge of dyslexia being displayed by academics 
(teachers and lectLirers) and the respondents' families (grandparents, parents, 
brothers and sisters). To contexttialise the respondents' experiences within the 
wider social world, a Critical Social Research approach was used to understand the 
encounters of dyslexic people oii access programme. 
Instead of trying to be "objective" the research was inore coininitted towards 
empowering the students with dyslexia who took part in tile research. The move 
towards committed research is a direct reaction against the negative experiences 
disabled people encountered (Hunt, 1981), is research subjects. Tile study could not 
have reflected an objective approach, because the researcher Iiiinself is dyslexic, 
and therefore had an understanding of the barriers this group faces whilst at 
school and College. it is the personal experience of the researcher and his 
commitment to improving the position of dyslexic people within tile educational 
environment, through challenging the oppression this group faces, which was the 
motivating factor behind the study. 
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It is also important to consider AvIiether this research would be of any practical 
benefit to the dyslexic students enrolled on access. This is because previous 
disability research lias been criticised for failing to effect: 
... Immediate improvements in the material conditions of life for the disabled research subjects. (Oliver, 1992: 109). 
The practical benefits of the research for tile respondents were that it allowed the 
individuals to share their experiences of this disability with fellow dyslexics and 
the researcher, therefore helping them to gain a greater understanding of dyslexia 
and fostering supportive relationships. Through the respondents sharing their 
experiences with the researcher it was also possible to identify tile barriers they 
face and to explore ways of overcoming thein, to increase the chance of the student 
achieving academic success whilst enrolled on access. Tile dyslexic respondents 
were also made aware of the stipport available to them if they progressed onto 
Higher Education, through the researcher making the respondents aware of the 
support and grants available. 
At a more general level the practical benefit of tile research for dyslexic people is 
that it has helped to raise and increase professionals' knowledge of this group. This 
has occurred through the dissemina tion of the research findings through a range of 
fora, such as academic journals, conferences, disability organisations, disability 
mailbases and government bodies. By highlighting the position of dyslexic people 
and the barriers they face through this StUd. y, it is hoped that schools and Colleges 
will become more accessible to this group. 
When exploring the access environment, the dyslexic stud ents had control, as far as 
possible, over the research process. This was through tile researcher meeting with 
those respondents who were willing to take part in the study beforehand to 
explain the research and answer any questions these individuals had. If these 
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individuals wanted to take part in the study, but felt changes would need to be 
made, the researcher would do so. When the researcli was being carried out the 
dyslexic respondents participated in tlie research process. '['his was through 
respondents being initially asked two questions, which were: 
1. Tell me what are ttie iniportant Lliings for you being on access? 
2. Tell me what are the irnportant t1iings for you being dyslexic? 
Through drawing on the data generated from these conversations and the findings 
generated from the first stage of the research dyslexic people were guiding the 
study, by helping to develop the questions Lo be asked through various subsequent 
interviews. To embed the control the dyslexic students had over the research 
process, these individuals were shown the iiiterview schedule before each 
interview to establish whether or not it permitted a valid representation of their 
experiences of each area suchas tile respondent's experiences of dyslexia whilst on 
access. If changes resulting from participants' comments had to be made to the 
interview schedule they would be carried out before starting tile interview. Whilst 
undertaking the analysis of tile study, the researcher has maintained contact with 
the respondents to share with thern the Substantive, Formal and Cumulative 
Theories, in order to establish whether they represent the respondents' experiences 
Through exploring the respondents' experiences, the research has helped to 
collectivise and politicise t1leir encounters on iiccess. Stone and Priestly (1996) 
suggest this is where a divide occurs arnong disability tileorists, kvlio may want to 
focus on the individual (Morris, 1992) or Hie collective (Abberley, 1992) 
experience. The approich adopted for this study was to collectivise the 
respondents' experiences of access. This liýis occurred through the researcher 
drawing the respondent's experiences togetlier during the writing up period. The 
significance of this approich is tli, '. it it helps to highlight the barriers 
dyslexic 
364 
people collectively face within the educational environment, whether this is having 
to be assessed or teaching styles being too fast. It was noticeable that some of the 
respondents even expressed surprise about the corni-nonality of their own 
experiences whilst on access. The value of looking at the respondents' experiences 
as a whole is that this moves away frorn the individualising approach to dyslexia. 
It moves towards a more holistic picture by establishing the barriers this group 
faces whilst at school and College. 
Considering the adoption of a range of rnediods of data collection to explore the 
selected social site, there is a debate over whetlier either qualitative or quantative 
or a combination of both methods should be used (Stone and Priestly, 1996). This 
research used semi-structured interviewing techniques and questionnaires to 
explore the students' and Learning Support staff experience of access. 
Current researchers within the field of disability research, such as Abberley (1992) 
and Barnes (1992), suggest tile use of both qualitative and quantative methods of 
data collection within an ernancipitory approach. Wily did this study adopt semi- 
structured interviewing and questionnaires? It is important to remember that 
whatever methods are adopted they can be used within an oppressive context 
(Stone and Priestly, 1996). To meet this concern [lie seini-structured interview then 
questionnaires were used in order to: 
... to give primacy 
to the personal experience of disablement. (Stone 
and Priestly, 1996, p. 706)., 
This permitted the dyslexic respondents ýincl Learning Support staff an 
opportunity to tell their own personal experiences of access. 
This helped this study 
to meet one of the key requirements of disability research by casting these 
individuals as the experts mi their own si tim tion. 
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By comparing the theoretical franiework and methodology against the Stone and 
Priestly (1996) checklist, one of the strengths of the study was that it followed their 
principles for conducting disability research. Adopting the social model of 
disability to explain the respondent's experiences of access moved the study from 
an objective towards a corni-nitted approach towards conducting research. The 
significance of this investigation of tile access environinent following the 
recommended way to conduct research is tlial therefore this study would be 
recognised by the disability inovenlent as a valid insight into tile educational 
experiences of people -with dyslexia. 
However, in recognising the strengths of tile theoretical framework and 
methodology used to explore experiences of access, it is also necessary to consider 
possible weaknesses. One weakness was that the respondents were not fully 
involved in deciding the methods of data collection, such as tile choice of the semi- 
structured method of interviewina. This inethod of interviewing was used during 
the first stage of the research, therefore, to mlintaill continuity in exploring the 
dyslexic student experience the serni-structured method of interviewing was used 
again. The researcher recognised this difficulty by building checks into the 
research, through asking tile respondents before each interview whether the 
interview schedule reflected their experience of tile specific areas under 
consideration. After each interview, he also asiced them whether or not they 
wished to say anything more, as well is encouraging thein to contact him after the 
interview had finished. Before each new interview, tile respondents were also 
asked whether they wished to saY anything more about tile previous area. 
Another possible iveal<nesses of this study was that the academic community 
might not view it as a scientific piece of research. This is because the critical social 
research approach, used to locLite tile investigition of access rejects: 
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... the positivist view of' social research as the pursuit of absolute knowledge through the sciei-itific method. (Oliver 1992, p. 110). 
However, with the research using Grounded Theory to analyse the respondents' 
experiences it suggests that this research can be interpreted as a scientific study 
because of the commitment of this research method to use: 
... a systematic ... 
[and rigorous] ... set of procedures to develop an inductively derived Grounded Theory about a phenomenon. (Strauss 
and Corbin, 1990, p-24). 
The emphasis on Crounded Tlieory aimiiig to generate an explination that is 
based on the data, helps to coiifroiit tlie: 
... social oppression at whatever 
levels it occurs. (Oliver 1992: 110). 
For these students with dyslexia witliin tile edLicational environment at a macro 
and micro level. The adoption of Grounded Tlieoryas a nieLhod to investigate the 
respondents' experiences has lielped to strengffien the fileoretical framework and 
methodology used to explore experiences of access programmes. 
Critical Social Research and Grounded Theory method hive worked together 
5.., effectively to explore the dyslexic students' experience of am'. ,. The value of using 
this research approach is that it has helped to reveal the complex na , ture of the 
educational environment, by highlighting the micro and macro barriers these 
people faced whilstat school and College. Hence, this stuLly Ims met the twin goals 
facing the disability movement in that: 
... is a need to satisfy 
the rigorOLIS deniands ol'academe at the same 
time as furthering the political campaign Ibr emancipation and 
equality. (Stone and Priestly. 1996, p. 715). 
The significance of meetitig these goals is tliat this invesLigitioil of the dyslexic 
student experience caii be saicl to have made im imporUmt coiAributioii to the 
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existing body of kiiowledge about nori-traditional groups mid challeliges the 




The purpose of this chapter is to draw together the investigation of the dyslexic 
students' experience of access and then to make recommendations concerning the 
future planning of such prograrnmesas well as related issues. 
14: 1 Conclusions 
What does this study idd to the field of disibdiLy and eaLICItion? At a general 
level this research is telling us that there is viri, )bility in the knowledge of dyslexia 
of professionals withiii Compulsory and Further 17--ducation. 
The respondents' experiences of the Compulsory educational sector suggest that 
there is little knowledge of dyslexia. Teachers and tile respondents' parents 
displayed little or no understanding of this disability, instead being more prepared 
to treat these individuals as "not academically capable. " Tile lack of knowledge 
about dyslexia could possibly be attributed to a range of reasons, such as the 
hidden nature of this disability; or tile introduction of market principles into 
education, which are making it too costly for schools to recognise and provide 
Support to this group. The difficulty with the lack of recognition of dyslexia whilst 
at school is that the respondents "learn" that they are "not intelligent" and 
therefore acquire an inaccurate belief tliat the), are not capable of achieving 
acaden-dC success. The problem with negative encounters whilst at school is that 
students, whether aware of their dyslexia, will potentially not want to return to 
education later because of tile fear that similar negative encounters would be 
repeated. 
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Despite the respondents' negative experiences whilst at school, these individuals 
decided to return to education through prograrnmes such -is access or A Levels. 
Their decision to return to education was because these individuals recognised the 
need for qualifications if they were to improve the life opportunities available to 
them. Through attending programmes such as access, these individuals found a 
greater knowledge of dyslexia among Further Education professionals. 
Lecturers and Learning Support staff were more likely to recognise this disability 
and provide appropriate support than staff in Compulsory Education had been. 
The value of the respondents coming into contact with staff who have knowledge 
of dyslexia, is that they have an explanatioil, other than personal inadequacy, 
possibly for the first time, for the academic difficulties they encountered 
previously. The significance of the recognition of dyslexia is that it is provided this 
group with a second chance to achieve academic success through their return to 
education. 
-1 Access programmes are structured to meet the needs of noii-Lr' ditional students. 
The structure helped the respondents to g-et used to studying again, such as 
through providing flexible hand in-dates; assessiiients after each module; and the 
option to re-submit essays. The value of t1iis flexible structure is that it helped the 
respondents to realise that their return to education through access will not be a 
repeat of previous negitive educational experiences. Instead access airned to 
provide individuals with positive experieiices, to achieve academic success with 
their lives, therefore improve their life opporwniLies. 
One form of positive experience was apparent in tile way in which access was 
delivered to the respondents in the classroorn. These individuals enjoyed studying 
within this environment, they could gain new ideas oil subjects, receive individual 
help from their lecturers, and provide presentaLions is weil as written 
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assignments. These experiences increzise the chances of the respondents achieving 
academic success, wliich can contribute tow, -irds these individuals feeling included 
within the educationil environment. 
The respondents' positive relationships eiicountered with Lheir fellow students 
further contributed towards this group Ilavilig a positive experience of access. 
Positive encounters occurred with botli noii-d isa bled ind dyslexic students. Both 
groups provided help to each other, whetlier t1iis was through collecting notes or 
providing specific support. The respondents liad positive experiences when they 
came into contact with fellow dyslexic students, as they had a shared 
understanding of this disability wid could provide support. Respondents 
encountering good relations with fellow nccess students, whether or not they are 
dyslexic, helped them to feel included withiii the educatiomil environment, 
In recognising there -was sonie knowledge of clyslexia at each of tile participating 
Colleges, theresearch also revealed that the re,, pondents still faced difficulties. One 
problem area was the respondents facing difficulties in surviving financially whilst 
enrolled on access, which was reflected through diese individuals relying on their 
family for financial support or working to hell) tliern survive access. The impact of 
struggling financially whilst on access is fliat itdoes not encourageadults, whether 
or not they are dyslexic, to return to education to finprove their life opportunities 
through the acquisition of qL1alifiC, 1ti011S- 
When the respondents discovered Lheir dy.,; Icxii it vvas noticeable that they 
encountered difficulties atan Institutionzil and individual level. At -in Institutional 
level the respondents encountered Institutions finding difficulties in obtaining the 
funding to pay for ,: in assessinent by in Edi. icationil Psychologist. The problem 
with the high cost of the assessinent is Lhat Lhe individual is potentially being 
prevented from discovering whether or not they are dyslexic, therefore accessing 
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the available support to help them with their sttidies. To an extent colleges have 
attempted to tackle the high cost of the dyslexin assessment through providing an 
internal screening. However, with the emphasis on the report by an Educational 
Psychologist being a key for accessing funding, there is a need to provide 
additional funding or to change the means by which recognition of this disability is 
confirmed, if individuals are to establish whether or not they are dyslexic. 
At an individual level, the respondents encountered difficulties in "coming to 
terms with their dyslexia. " This was reflected tl)rough these individuals displaying 
a range of emotions, such as feeling embarrassed and being shucked, once they 
discovered their dyslexia. The respondents welcomed the discovery of dyslexia as 
providing an explanation for the difficulLies they emouiltered earlier within their 
lives. However their mixed reaction reflected unceruihity about how they will now 
be perceived by their families, their fellow s. udents and their friends. 
Review of the support provision available to ! he respondents revealed that there 
was a variation in help within and between eich College. The disparity within 
Institutions is reflected through a certain r,,, spondent being provided with a 
cornputer to assist him with his studies, whereas atiother individual enrolled on 
the same access programme was not provided with such equipment. 
Variation also occurred between each hisLitutim. Some histitutiotis hid Support 
Units in place to meet the learning needs of 51udeMs such as dyslexics, whereas 
others did not; some institutions were preparcd to provide computers to help the 
respondents with their studies. The variatioi) in support between Institutions 
suggested that a student who is already aw; ire of their dyslexia is probably in a 
better position to receive support, because they (potentiilly) have more knowledge 
., 
ht ques io s, u of what help is required. This allowed them to ask the rig t 11 nlike 
individuals who becomeaware of dyslexia oiice they started. acce. ss. 
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Even though it was more likely that dyslexia would be recognised by staff within 
Further Education, the research still discovered some lecLUrers displaying little 
understanding of this disability. The IaCk Of Uriderstanding was reflected through 
the respondents being made to feel unwantcd within the classroom, as well as 
these individuals being embarrassed by st., iff over the iise of their support 
equipment such as n dictaphone. Such experierices contribute to%vards the feeling 
of marginalisation within the educational environment. 
Difficulties in understanding the subject niat(-i-ial taught contributed towards the 
difficulties the respondents faced. Two probleni areas enlerged as particularly 
important: difficulties in taking inforniatioii down froni the blackboard; and 
writing essays. The respondents probably eiicoui-itored difficulties within these 
areas because teaching pace was too fast vvithin the classrooln: as well as the 
problems experienced in expressing Llieir tlioights on paper. The significance of 
the respondents experiencing difficulties %viI]-*: n these areas is that this group will 
potentially not be achieving the acadeinic sijc, ýoss they need to achieve the access 
qualification. 
Access programmes are providing people M! li dyslexia with an opportunity to 
improve their lives, but this research lias sliown tliat tile existing systems may be 
making it more difficult for some dyslexics to opLimise tlieir use of this educational 
opportunity. It seems ironic that there is a curre"t emphasis oil life long lecirning, 
reflected through the Government's Greeti Pipcr - "The Learning Age" (DfEE, 
1998a), but little consid era tioii of thebarriers i%16cli ion-traditional groups, such as 
dyslexics, face when [heyareaccessitig this eeh: catiomll opportunity. Asa resultof 
the limited recognition of dyslexia, it is possible tliat Lliereare circumstances out of 
the individual's control wNch have tile po,,,, iltial to prevent this group from 
improving their lives througheducationa I pi-o,,, ramnics sucli as access. 
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14: 2 Theoretical framework and metlio-dology 
By drawing together the coiiclusions froiii the rescirch, it is necessary to remind 
the reader why the theoretical framework and ; -netliodology tvas adopted. 
The strength of the theoretic-al framework zmcl i-nediodology used to explore these 
dyslexic students' experience of access is that it has niet with a suggested strategy 
to undertaking disability research (Stone and Priestly, 1996). This was reflected 
through the researcher adopting a Critical Soci; il Research approach to explore the 
respondent's experiences of access. A Critical Social Research approach was 
adopted because of its commitment towards challenging oppression, therefore 
intending to improve the position of dysle.,, ic students within the educational 
environment. The commitment of the rescarýher towards following a disability 
research strategy was reflected by the studyadopting the social model of disability 
to explain the respondents' encounters and by casting these individuals as the 
experts when recalling their experience of acccss. 
One weakness of the research strategy, is Lh;,.! it may not be recognised as valid 
research by the academic community. Hm\, evei-, 010 LISO of Grounded Theory to 
analyse the respondents' encounters woulcl ain-i to answer this criticism, therefore 
show that this investigation of access mis a i-igorousand systematic study. 
The realist approach can further answer po,, 5ible criticisms about the research 
strategy. Layder (1993), idvocates a researdi strntcgy based on middle range theory 
and grounded theory. The researcher has i(-', )ped a similar mixed approach to 
investigate dyslexic students' experience of environment. 
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14: 3 Recommendations 
In recognising that there is a need to remove or reduce the barriers dyslexic people 
face within the educational environment if they are to achieve academic success, 
there follows a series of recommendations to improve the opportunities available 
to this group. 
Recommendations for Compulsory Education: 
The respondents clearly experienced many difficulties which resulted directly and 
indirectly from the lack of general knowledge in the public domain about dyslexia. 
Therefore a key recommendation is to introduce material on dyslexia (and other 
disabilities) into both teacher training programmes and pupil curriculum in the 
Primary and Secondary sectors. Such materials should include opportunities to 
address questions such as: "What are the academic and social barriers experienced 
by people with dyslexia in a school environment? " There should also be a 
consideration of issues such as: " the impact dyslexia (and other disabilities) can 
have both on the student directly concerned and also on others with whom they 
study. " The significance of introducing modules on dyslexia into the Compulsory 
Education curriculum is that it may facilitate students and staff to develop their 
understanding of this disability within the educational environment. This 
development will help to move away from the current barriers the respondents 
highlighted, such as the uncertainty over whether or not they would encounter 
staff who would have an understanding of dyslexia. 
The introduction of modules on dyslexia into Compulsory Education could further 
help to tackle the wider Wrriers dyslexic students face within this Sector. By 
helping to raise awareness of dyslexia between teachers and students the increase 
of knowledge could contribute towards challenging the existing support structures 
such as special educational needs such as the Statementing process. This would 
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include showing that Statementing is failing to recognise and support pupils with 
dyslexia as recognised by the Audit Commission (1992,1992a and 1992b). 
Introducing modules on dyslexia could also increase the chance of individuals 
with this disability achieving acaden-dc success; as well as encountering a greater 
awareness of this disability, which could contribute towards challenging the 
negative images of dyslexia in the wider society. The result of dyslexics 
experiencing "'dyslexia aware" schools is that they may be encouraged to progress 
on, to College or University, which would help to improve their life opportunities. 
Reconnnendations for Further Education: 
Respondents anxieties clustered around worries about repetition of their previous 
negative experiences. To encourage dyslexic people to return to education there is 
a need to more actively proinote courses such as access programmes. One option 
would be to invite past dyslexic students to talk about their experiences of access to 
prospective or newly enrolled students. The significance of this form of awareness 
raising is that it may contribute towards dyslexic students not feeling "different" 
or "out of place" when they discover their disability, as highlighted by the 
research, such as through the experiences of Jenny. This form of awareness raising 
may also allow dyslexics to become aware of the help available at their selected 
Colleges. 
Using dyslexic students as "case studies" could help to re-assure individuals 
wishing to return to education, such as Simon and Tom, that their return to 
education would not be a repeat of their previous negative encounters. The 
significance of using dyslexic students among the case studies is that it would help 
to show that educational programmes such as access are designed to meet the 
needs of this particular group. 
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Respondents found Disability Organisations had little knowledge of opportunities 
for returning to education. To further show to students with dyslexia that their 
return to education will be a positive experience, Institutions could consider 
promoting access programmes through disability organisations such as the Adult 
Dyslexia Organisation (ADO). The implication of access being promoted through 
Disability Organisations is that it may help to show that Further Education is 
accessible to dyslexics, which has the potential to further increase student 
numbers. The forming of close links between access programmes and Disability 
Organisations could further indicate to dyslexics, such as Jane and Daniel, that 
education providers have an understanding of the barriers this group face, and are 
therefore committed to making this sector more accessible. The promotion of access 
through adult Disability Organisations would help to show a commitment towards 
learning as: 
... essential to a strong economy and an inclusive society. (DfEE, 1988a, p-11). 
The use of case studies and the forming of links with Disability Organisations has 
the potential to provide a dyslexic with the same educational opportunities as their 
non-disabled peers. Therefore opening up similar career opportunities, which 
could contribute towards challenging some of the barriers dyslexic people face 
within society. 
A major issue for all the respondents and all other access students was general 
financial support. If access is to encourage dyslexic people, to return to education, 
there is a need to provide appropriate financial support. One option would be to 
provide a system of loans to assist adults when they decide to return to education. 
The value of this approach is that it may help to overcome one of the problems 
with access, which is that, irrespective of whether the student is dyslexic, these 
individuals are not eligible for any grants from their Local Educational Authority. 
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The impact of this new funding approach would be that it could reduce the 
respondents' reliance on their families or partner for financial assistance during 
their studies. This form of financial assistance could be repaid once the individual 
starts working, such as through a higher rate of National Insurance. 
Whilst the concept of increased debt may raise objections, the availability of 
adequate financial support may encourage the individual to make the move into 
education which will eventually probably improve their earning power. Hence the 
new funding opportunity provides dyslexic adults with an equal chance to achieve 
academic success with their studies therefore obtain increased life opportunities 
through new career prospects. 
These respondents had difficulty obtaining suitable equipment and other support 
to assist them with their studies. It is therefore necessary to provide a grant sin-diar 
to the Disabled Students Allowance (DSA) to help this group obtain equipment 
and specialist dyslexia support. The current support provision seems to be failing 
to meet the needs of this group, as only some of the respondents such as Daniel 
and James, were fortunate enough to attend a College which was able to loan these 
individuals computers to assist them with their studies. The advantage of making 
available a grant, similar to the Disabled Students' Allowance, is that it may help to 
create level playing field for dyslexic students, and therefore help to remove the 
variation of support, which was one of the barriers these individuals faced. The 
impact of not being able to access equipment to support their studies was that 
these individuals will not be able to achieve the academic success of which they are 
capable. 
Those respondents whomanaged to obtain access to equipment often reported that 
little or no training was made available to enable them to rapidly acquire the 
necessary information technology skills. Therefore it is recommended that, as with 
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the Higher Education Disabled Students' Allowance, Colleges should make 
available training sessions for the dyslexic students to optimise their use of the 
available equipment. 
Moving on to improving the experiences of dyslexic students enrolled on access, 
respondents' comments clearly indicate that there is a need to build on existing 
knowledge of dyslexia within Further Education. One route forward would be to 
require all institutional teaching and support staff to undertake training on 
dyslexia. This training should include "what is dyslexia? " and "the impact it has 
on the individual whilst they are studying. " This approach is that it increases the 
chance of dyslexics coming into contact with academics and support staff who are 
aware of this disability, therefore reducing the chance of future students 
encountering the negative experiences highlighted by academics such as Riddick 
(1996) and respondents such as Tom. When looking to raise knowledge of dyslexia, 
it is important for students who have experience of this disability to be involved, as 
these individuals are the best experts on their disability (Stone and Priestly, 1996) 
and the difficulties they face within the educational environment. The value of 
undertaking training on dyslexia issues is that it helps to maintain the profile of 
this disability, and keep staff up to date with developments within this field. 
The respondents' experiences of encountering good relations with each other, such 
as reported by Jane and Tom, were a major 
feature of the positive experience. 
Colleges could also establish a dyslexic peer support system within their 
institution. The value of this peer support would be that it could help students 
who discover they are 
dyslexic to develop a greater understanding of this 
disability through bringing these individuals together. The bringing together of 
dyslexic students could also contribute towards these individuals becoming more 
aware of the help available within and outside their 
Institutions. 
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By increasing the profile of dyslexia through these two routes it is possible that this 
form of awareness arising could go some way towards challenging the barriers 
that dyslexics face within Further Education (Palfrernan-Kay, 1998) and in the 
wider society. 
Respondents clearly identified difficulties in obtaining a "diagnostic" assessment 
for this disability. There is a clear need for the Further Educational Funding 
Council to provide additional funds to institutions [ideally in the current year] to 
permit them to refer the student to an Educational Psychologist. Respondents 
became aware, from delays and staff comments, that there were difficulties 
because of the costs of formal assessments. 
In any case, if this option was not adopted a set of national guidelines for Learning 
Support Tutors to follow, when establishing whether or not an individual is 
dyslexic, could be developed, or at least Learning Support Tutors should be 
encouraged to under the existing RSA certificate on specific learning difficulties. 
The value of the learning support tutor deciding whether or not an individual is 
dyslexic is that it can quickly, and cost effectively, establish whether or not a 
student is displaying the characteristics of this disability. The availability of new 
funding or national guidelines is that it is possible individuals will discover their 
disability, therefore improving the chance of accessing available support, which 
increases the prospects of achieving academic success. 
Since respondents so valued the positive relationships they developed with other 
students, it is recommended that to improve the chances of dyslexics having a 
positive academic and social experience whilst enrolled on access there is a need to 
actively promote a positive working relationship between dyslexic and non- 
dyslexic students. The examples given the respondents, as well Is the research of 
acaden-dcs such as Stephenson and Percy (1989), would suggest that a positive 
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working relationship is achievable. The advantage of this approach is that it would 
help to raise awareness of dyslexia and the barriers this group can face such as the 
difficulties in writing essays whilst on access. Other developments could be to use 
dyslexic students, who have previously been enrolled on access programmes to talk 
about their experiences to fellow students. The value of this approach: 
... is that it would enable new students to 
formulate their 
expectations. The use of previous students would also help to make 
new students aware of the support available for those experiencing 
difficulties and may assist the promotion of disability awareness of 
non-disabled students. (Palfreman-Kay and Taylor, 2000, p. 51). 
Asking dyslexic students to share their experiences more inclusive educational 
environment, through helping this group to overcome the barriers they face, such 
as the lack of understanding about dyslexia within this sector. 
A further way forward to improve the help available to dyslexics within Further 
Education is to encourage the Further Educational Funding Council to develop a 
set of national guidelines for the support of this group. Some basic requirements 
for dyslexics would be the right to have a computer and access to a Support Tutor 
to facilitate the development of suitable study skills. Policy makers within this 
sector could possibly look to recent developments within Higher Education, such 
as the National Working Party on Dyslexia (1999), or the base line provision report 
produced by the Higher Educational Funding Council (HEFCE, 99/04), Is a guide 
for establishing a set of national standards. Given a set of national standards, 
dyslexics could expect the same level of support at whatever Institution they 
attend, therefore helping to remove the variation in support available to this group 
of students which was revealed through the 
findings of the Learning Support staff 
questionnaire in Chapter twelve. 
This development is particularly needed because 
it may help Colleges of Further Education to meet their new responsibilities under 
the Human Rights Act, 2000 and the forthcoming Disability Rights in Education 
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Bill which will be brought in during 2000/2001 parliamentary period into English 
legislation. 
Respondents' comments on their classroom experience indicate the importance of 
making the access curriculum more accessible to dyslexics. it is vital that lecturers 
and Support Tutors work together. This raises understanding of dyslexia, 
encourages lecturers to develop teaching strategies (based on the advice of a 
support tutor) that would help their subject material to become more accessible. 
This development could contribute towards reducing the variation in the 
knowledge of dyslexia displayed by academic staff, reflected throughout this 
research and the work of Riddick (1996). The impact of this collaborative approach 
to teaching and learning is that it would improve the chance of dyslexics achieving 
academic success, therefore encountering the same life opportunities as their non- 
disabled peers. 
Lecturers and Learning Support Staff should perhaps be encouraged to obtain 
British Dyslexia Association Approved Teachers status (BDA, T07b: 2000), which 
would require these professionals to have an understanding of dyslexia and the 
learning needs of this group. The value of lecturers and Learning Support Staff 
acquiring this status is that it would help to embed the knowledge of dyslexia 
within the educational environment. 
The respondents valued their relationships with other students. Access 
programmes could encourage students to provide support to each other, whether 
or not they are dyslexic, through peer support programmes. Through access 
students providing support to each other it would help these individuals to 
develop team-working skills, as well as gain an understanding of how dyslexia 
affects the individual, The research of Karkalas and Mackenzie (1995), indicated 
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that working together improved acaden-dc self-confidence and feelings of self 
worth. 
Finally one general recommendation is that there is a clear need for the Disability 
Movement and others to encourage public perceptions of disability to change. The 
current "image" is concerned almost entirely with visible forms of disability. The 
updated "image" should be clearly framed so as to explicitly include "hidden" 
disabilities such as dyslexia and mental health problems, plus recognition of the 
"disabling" nature of some social expectations and requirements. 
14: 4 Future work 
When considering any future work within the field of disability and education it is 
important to follow a Critical Social Research approach. The significance of 
following this approach in social research is that there is a commitment towards 
improving the position of disabled people, such as people with dyslexia. By 
revealing the oppression this group faces, as well as suggesting ways in which 
these individuals and other minority groups can improve their position within 
society, the situation can be encouraged to change. 
One area which the researcher is currently aware has not been investigated is 
concerned with establishing whether other groups of disabled students such as 
hearing impaired and visually impaired adults, are enrolling on access 
programmes. The significance of this work is that it would help to establish 
whether access is providing particular groups, or a cross-section, of disabled people 
with a second chance to achieve academic success. The value of this insight is that 
it helps to establish whether or not there is a need for educational providers to 
develop access programmes to be more responsive to the needs of disabled people. 
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Another area for future work is in establishing whether or not access has actually 
improved the life opportunities available to disabled people who decided to return 
to education. This could be achieved through exploring the experiences of disabled 
adults, such as dyslexic people, who finished their access programme, whether they 
furthered their education or entered the working world. The value of undertaking 
this piece of work is that it would establish whether access is genuinely providing 
the individual with the necessary skills and experiences to improve their lives, and 




Stage I of the research 
Semi-structured Staff Interview schedule 
1. Can you tell me about your general experiences of disabled students enrolled on 
access programmes? 
2. How many disabled students are enrolled on access programmes? 
a. What type of disability? 
3. Can you tell me if disabled students declare their disability before they start 
access? 
4. Can you tell me if disabled students discover their disability whilst on access? 
5. How do disabled students fare on their access programme? 
6-What type of support is available for disabled students enrolled on access 
programmes? 
7. What is the reaction of academic staff to disabled students enrolled on access 
programmes? 
8. What are the funding opportunities available to disabled students enrolled on 
access programmes? 
9. Could you put me in touch with dyslexic and deaf students who enrolled on 
access programmes starting next September 1997-98? 
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Appendix IL(b) 
Stage I of the research 
Semi-structured Student Interview schedule 
1. Why did you decide to undertake an access course? 
2. Why did you decide on this particular college? 
I When did you discover that you were dyslexic / deaf? 
4. Did you declare your disability? 
5. Were you contacted about the support available to you at the college? 
6. What type of support was offered to you at the college? 
7. Have you received any college disability literature? 
8. What do you think of the support that is offered to you? 
9. How did you find the pace of the course? 
10. What has been your experience of using course material? 
11. What is your experience oh. 
a. tutorials? 
b. small group work? 
c. lecturers? 
12. How would you describe your contact with other students? 
13. What are your experiences of the work and study environment? 




Stage 2 of the research 
Conversation with the respondents taking part in the research 
1. Tell me what are the important things for you being on access? 
2. Tell me what are the important things for you being dyslexic? 
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Appendix 2(b) 
Stage 2 of the research 
Experiences of education before access. Semi-structured interview 
Sc6dule 
1. What was your attitude towards education before access? 




b. Further education. 
C. Higher Education. 
3. Did your parents encourage you to obtain an education? 
4. When did you discover that you were dyslexic? 
5. Were you tested for dyslexia before you enrolled on access? 
6. Did you receive any support to help you cope.. with dyslexia before access? 
a. Academic staff. 
b. Leaming support staff. 
c. Parents. 
d. Friends. 
7. How would you describe your contact with other students? 
a. Did you feel different? 
b. Did any of your fellow students display any dyslexia awareness? 
c. Did you feel your fellow students labelled you? 
d. Did the attitude of fellow students affect your self-esteem? 
8. In your previous education what was your experience of written material and 
coursework? 
9. How did you find the pace of the course? 
a. Did you enjoy some subjects more than others? 
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b. Do you think this covered up your dyslexia? 
c. Did you develop any coping strategies? 
d. Did the support of your friend's help? 
10. What was your experience of the learning environment? 
a. Classroom. 
i. Did the teacher provide handouts? 
I Could you understand these handouts? 
iii. Did the teacher speak loud enough for you to understand him / her in the 
classroom? 
iv. Was the teacher available for consultation after the class? 
V. Did you feel part of the class? 
vi. Could you understand what was being discussed? 
vii. Did you feel you had furthered your knowledge of the topic as a result of the 
class? 
Lectures. 
i. Did the lecturer provide handouts? 
ii. Could you understand these handouts? 
iii. Did the lecturer speak loud enough for you to understand him / her in the 
lecture? 
iv. Was the lecturer available for consultation after the lecture? 
V. Did you feel part of the lecture? 
vi. Could you understand what was being discussed? 
vii. Did you feel you had furthered your knowledge of the topic as a result of the 
lecture? 
c. Sen-dnars / Small Group Work. 
Did the tutor provide handouts? 
Could you understand these handouts? 
Did the tutor speak loud enough for 
Seminars / Small Group Work? 
you to understand him / her in the 
iv. Was the tutor available for consultation after the Seminars / Small Group 
Work? 
v. Did you feel part of the Seminar / Small Group Work? 
vi. Could you understand what was being discussed? 
vii. Did you feel you had furthered your knowledge of the topic as a result of the 
Seminar / Small Group Work? 
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d. Tutorials. 
i. Did the tutor provide handouts? 
ii. Could you understand these handouts? 
iii. Did the tutor speak loud enough for you to understand him / her in the 
tutorial? 
iv. Was the tutor available for consultation after the class? 
V. Did you feel part of the tutorial? 
vi. Could you understand what was being discussed? 
vii. Did you feel you had furthered your knowledge of the topic as a result of the 
tutorial? 
11. What was your relationship between yourself and academic staff? 
a. Did academic staff encourage you to do well? 
b. Did the attitude of academic staff towards you effect your self-confidence? 
c. Did academic staff label you? 
d. Did academic staff display any dyslexia awareness? 
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Appendix 2(c) 
Stage 2 of the research 
Experiences of starting access. Semi-structured Interview Schedule 
1. What did you do before you enrolled in an access course? 
2. How did you find out about access? 
a. Through a friend? 
b. Local publicity? 
c. College publicity? 
d. Personal recommendation? 
3. Why did you decide to undertake an access course? 
a. Career change? 
b. An opportunity to learn? 
c. An entry route into higher education? 
e. An opportunity for personal development? 
4. Why did you decide on this particular college to undertake an access course? 
a. Locality? 
b. An established reputation in supporting disabled students? 
c. An established provision in supporting disabled student-' 
5. Has access opened up new opportunities? 
a. An opportunity to gain formal qualifications? 
b. An opportunity to learn new skills? 
6. How did your partner, family and friends react to you undertaking an access 
course? 
a. Have they been supportive and encouraging? 
b. Was there a negative reaction? 
c. How did you deal with this? 
391 
7. How did you feel about your return to education through access? 
a. Did you feel that you could cope? 
b. Did you feel you could achieve the access qualification? 
c. Do you still feel you can achieve the access qualification? 
d. Do you feel you have developed your self-confidence? 
8. What attracted you to the access course instead of other educational qualifications 
such as A level's? 
a. Personal recommendation from individuals such as friend or careers officer? 
b. An opportunity to study with matures students? 
c. Was it the attitude of access taff? 
d. Preparation for the jump into higher education? 
9. Can you tell me what specific elements of access attracted you to the course? 
a. The flexible structure of the course? 
b. The opportunity to study a course which required no or little previous 
knowledge of the subject(s)? 
c. An opportunity to undertake additional qualifications such as GCSE's? 
d. Less pressure than other qualifications such as A Level's? 
e. Has access o far been less pressurised than other educational routes into higher 
education? 
10. What are you getting out of access? 
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Appendix 2(d) 
Stage 2 of the research 
Experiences of being dyslexic whilst on access. Semi-structured 
interview Schedule 




d. Local dyslexia organisation. 
2. Can you tell me if you declared your dyslexia or difficulties before you started 
access? 
a. When enquiring about the course. 
b. On the application form. 
c. When interviewed for a place on the course. 
d. Were you contacted by college disability service? 
3. Can you tell me who suggested that you might be dyslexic? 




4. How did you feel before you where assessed for dyslexia? 
5. Can you tell me how long it took for you to be diagnosed as dyslexic? 
a. Who arranged the assessment? 
b. Who conducted the assessment? 
C. How long did it take for you to receive a copy of the assessment? 
d. Who paid for the assessment? 
e. Was your dyslexia explained to you? 
f. How many dyslexia assessments have you undertook. 
i. Within the college? 
I Outside the college? 
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6. Can you tell me how you felt when you discovered that you were dyslexic? 
a. Angry. 
b. Pleased. 
c. Did you want to go back to college. 
7. What was the reaction of partner, friends and family wý-n they became aware 
that you where dyslexic? 
a. Supportive and encouraging. 
b. Was there a negative reaction? 
c. How has this effected you? 
8. Were you given any college disability literature when the college became aware 
of your dyslexia? 
a. College literature. 
b. Outside user-organisations. 
9. What was the reaction of access staff when they became aware that you were 
dyslexic? 
a. Supportive and encouraging. 
b. Was there a negative reaction? 
c. How has this effected you? 
10. Can you tell me if you were made aware of support groups when you 
discovered your dyslexia? 
a. Within the college. 
b. Outside the college. 
Have you been made aware of additional grants with you being dyslexia? 
a. For Further Education. 
b. For Higher Education. 
12. How has your dyslexia effected you whilst you have been on access? 
a. Effected your academic work. 
b. Effected you socially. 
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c. Effect on self-confidence. 
d. Did you wish to hide it from staff and fellow students? 
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Appendix 2(e) 
Stage 2 of the research I. .ý 
Mrperiences of support whilst on access. Semi-structured Interview 
Schedule 




2. Please tell me how you have accessed the support that was available to you 
whilst on access? 
a. Was support arranged before you started access? 
b. Were you told to go to the support service? 
c. Did the support service get in touch with you? 
d. How long has it taken to arrange the support package? 
e. Were you involved in deciding the support package? 
3. Please tell me about the support that was available to you whilst on access? 
a. One to one support 
b. Group work. 
C. Do you meet once per week? 
d. Do you have access to a support tutor(s)? 
e. Is the support subject specific? 
f. Does the support focus on improving your written English skills? 
g. - Do the support sessions show you 
learning strategies? 
h. Do the support sessions show you coping strategies? 
i. Do the support sessions show you planning strategies? 
j. Extra time in exams. 
k. A scribe for exams. 
1. Essay extensions. 
nl. Structuring, planning and proof reading of essays. 




b. Tape recorders such as Dictaphones. 
c. Have you been shown how to use this equipment? 
d. Does the equipment help you to cope with access i. e. make changes and keep up 
to date with work? 
5. Would you mind telling me if acaden-dc staff have offered to provide you with 
any extra support? 
a. Extra teaching time. 
b. Providing handouts. 
C. Providing handouts in alternative formats e. g. different coloured paper. 
d. Providing lecture notes. 
e. Proof reading coursework. 
f. Help to plan and organise coursework. 
g. Taking dyslexia into consideration when marking coursework. 
h. Have academic staff talked to you about your dyslexia? 
i. Provide support to prepare you for higher education. 
6. Would you mind telling me if your partner, family, friends or other students 
have provided you with support whilst on access? 
a. Proof reading coursework. 
b. Helping you to plan and organise your workload. 
c. Help you to prepare work for submission. 
7. Please tell me the reaction of your partner, friends and farnfly to you receiving 
support whilst on access? 
a. Supportive and encouraging. 
b. Negative. 
c. How has this effected you? 
8. Can you tell me if learning support staff have helped you to apply for additional 
grants? 
a. Further education. 
b. Higher education. 
9. What do you think of the support that is provided to you whilst on access? 
a. Is it meeting your needs? 
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Stage 2 of the research 
Experiences of student relations whilst on access. Send-structured 
Interview Schedule 
1. Can you teR me about your experiences of contact with other students at your 
coUege? 
2. Would you n-dnd telling me if you have disclosed y6ur dyslexia to fellow 
students? 
a. Have you decided to keep the dyslexia to yourself? 
b. Concerned about there being a negative reaction? 
c. Are you embarrassed about disclosing that you are dyslexic? 
d. Was there surprise shown when you disclosed your dyslexia? 
e. Unsure how fellow students would react? 
f. Has your disability isolated you from fellow students? 
g. Did they already think that you were dyslexic? 
h. Do you think your fellow students admire you for coming on access? 
3. Would you n-dnd telling me if the various subjects you are studying created 
opportunities to meet new people? 
a. Access students. 
b. Students on other courses within the college. 
c. Is it easier to study with mature students than younger students? 
d. Does studying with mature students' help to motivate you? 
e. Is there are difference between studying with mature and younger students? 
f. Has a feeling of unity or camaraderie developed between the access tudents? 
4. Please tell me if fellow students have provided you with any support? 
a. Have fellow students offered to provide support with academic work? 
b. Offered to provide notes. 
c. Offered to collect handouts. 
d. Offered to read assignments. 
e. Shown you coping strategies. 
f. Acted as a scribe. 
g. Have provided help with specific subjects. 
h. Have you provided non-disabled students with support? 
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5. Can you tell me if fellow access students have displayed any disability 
awareness? 
a. An understanding or lack of understanding of the different levels of dyslexia? 
b. An understanding or lack of understanding of the way dyslexia effects you? 
c. Do you feel it is important for fellow students to understandwhat dyslexia is? 
d. Do you feel different to other students? 
6. Have you met any other disabled students whilst enrolled in access? 
a. Met other dyslexic students? 
b. Met students with other disabilities? 
c. Encouraged un-diagnosed dyslexics to seek help and go for an assessment? 
d. Provided support to each other. 
e. Have you formed better relations than fellow disabled students instead of non- 
disabled students? 
f. Are you aware of disabled students struggling with access? 
g. Do you feel you have formed a partnership between yourself and other disabled 
students? 
7. Would you n-dnd telling me if you have felt part of the student body? 
8. Please tell me if access has encouraged you now to make new friends? 
a. Has the support provided you with the self-confidence? 
b. Has it made you envious of non-disabled students? 
9. Can you tell me if you have discussed academic work with fellow access 
students? 
a. Are you prepared to show other students your work for help and advice? 
b. Are you able to work in groups for assignments and presentations? 
c. Have fellow students shown or shared coping strategies with you? 
d. Have fellow students encouraged you to stick with access? 
e. Have the positive relations you have formed helped you to discuss work? 
10. Can you tell if access is more than just an academic experience? 
a. Has the structure of access allowed you to form good relations with fellow 
students? 
b. Has the pace of access allowed you to form good relations with fellow students? 
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c. Are fellow students just interested in getting the access qualification? 
d. Have your outside comn-titments made it difficult to form good relations? 
11. What have you gained from your contact with fellow students? 
a. WiR you stay in contact with the students you have met on access? 
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Appendix 2(g) 
Stage 2 of the research 
Experiences of coping financially whilst on access. Semi-structured 
Interview Schedule 
1. Can you tell me how you have managed financially whilst on access? 




e. Grants i. e. local authority, trusts or charities. 
f. Bank overdraft. 
Bank loan. 
2. Would you mind telling me if the structure of access has allowed you to work? 
a. Part-time. 
b. Full-time. 
3. Can you tell me if you having to work has effected the amount of time you have 
been able to spend on access? 
4. Has the requirement to work whilst on access affected your relationships with 
your partner, fan-dly, parents or friends? 
a. Positive. 
b. Negative. 
, 5. Would you mind telling me 
if you have had to make financial sacrifices whilst 
on access? 
a. Selling personal possessions. 
b. Taking out loans. 
6. Would you mind telling me if you have applied for additional grants for your 
disability? 
a. Further education. 
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b. Higher education. 




Stage 2 of the research 
Experiences of academic elements of access. Semi-structured 
interview Schedule 
1. Can you tell me if you view access as an opportunity to perform academically 
better than your earlier experiences of education? 
a. An opportunity to learn the basic things not learnt earlier within your education. 
b. Concern those earlier poor experiences would be repeated? 
2. Would you n-dnd telling me if some parts of the course were better than others? 
a. Have you enjoyed some subjects more than others? 
b. Have you experienced difficulty with some subjects? 
c. Have the subjects you liked encouraged you to work harder? 
d. Did you have the option to select your access ubjects? 
e. Do you feel you needed a basic knowledge of the subjects you have selected? 
3. Can you tell me how you find the pace of access? 
a. Intense? 
b. Difficulties in keeping up - keeping your head above water? 
c. Did the discovery of dyslexia help you to cope? 
d. Has the structure of access helped you to cope? 
e. Did the confirmation of your dyslexia help you to keep up with the workload 
and overcome any difficulties you faced? 
f. Have you had to change subjects because you found it difficult to cope? 
g. Important not to miss classes because there is a lot of information to be learnt. 
h. Experienced problems with interpreting information. 
4. Please tell me your experiences of the work and study environment? 
a. Library. 
b. Buildings you studied in. 
c. Learning support areas. 
d. Do not want to look different such as someone with a problem. 
e. Equipment available such as computers and photocopiers. 
f. Have you a specific room in which you can study? 
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5. Can you teH me about your experience of the classroom environment? 
a. Difficulties in taking down information from the blackboard & whiteboard. 
b. Difficulties in taking down information through formal dictation. 
c. Do you dominate the classroom? 
d. Do you find individual small classes of benefit? 
e. Did the discovery of dyslexia improve your experience of the classroom 
environment? 
f. Have you gained more from informal instead of formal lessons? 
g. Have you experienced difficulties in maintaining your concentration levels? 
h. Did the class size get smaller as the course progressed? 
i. Were you aware of other students (disabled & non-disabled) having difficulty? 
j. Did you feel different within the classroom environment? ' 
k. Are you frightened to take notes because of spelling mistakes? 
6. What was your experience of- 
i. Classroom. 
a. Did the teacher provide handouts? 
b. Could you understand these handouts? 
c. Did the teacher speak loud enough for you to understand him / her in the 
classroom? 
d. Was the teacher available for consultation after the class? 
e. Did you feel part of the class? 
f. Could you understand what was being discussed? 
g. Did you feel you had furthered your knowledge of the topic as a result of the 
class? 
ii. Lectures. 
a. Did the lecturer provide handouts? 
b. Could you understand these handouts? 
c. Did the lecturer speak loud enough for you to understand him / her in the 
lecture? 
d. Was the lecturer available for consultation after the lecture? 
e. Did you feel part of the lecture? 
f. Could you understand what was being discussed? 
g. Did you feel you had furthered your knowledge of the topic as a result of the 
lecture? 
iii. Sen-dnars / Small Group Work. 
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a. Did the tutor provide handouts? 
b. Could you understand these handouts? 
c. Did the tutor speak loud enough for you to understand him / her in the 
Seminars / Small Group Work? 
d. Was the tutor available for consultation after the Seminars / Small Group Work? 
e. Did you feel part of the Seminar / Small Group Work? 
f. Could you understand what was being discussed? 
g. Did you feel you had furthered your knowledge of the topic as a result of the 
Seminar / Small Group Work? 
iv. Tutorials. 
a. Did the tutor provide handouts? 
b. Could you understand these handouts? 
c. Did the tutor speak loud enough for you to understand him / her in the tutorial? 
d. Was the tutor available for consultation after the class? 
e. Did you feel part of the tutorial? 
f. Could you understand what was being discussed? 
g. Did you feel you had furthered your knowledge of the topic as a result of the 
tutorial? 
7. Can you tell me if you have used any coping strategies to cope with the 
academic requirements of access? 
a. Coping strategies that you have used earlier within your education. 
b. Coping strategies that you have been shown through your support. 
8. Can you tell me if you feel the academic elements of acc6ss have prepared you 
for higher education? 
a. Have you found the assignments helping to prepare you for a degree? 
b. Do you view access as an academic gateway - prepares you for further study? 
9. Can you tell me about your experience of writing assignments as part of access? 
a. Do you spend a lot of time e. g. four hours on a two-page essay? 
b. Important that you can have a second go at essays. 
C. Important that you are told where you are going wrong before you re-subn-dt. 
d. Have essay deadlines helped to motivate you? 
e. Experienced difficulties with particular pieces of course work such as the 
extended essay. I 
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f. Have you required essay extensions? 
g. Experienced difficulty with understanding feedback? 
10. Would you mind telling me your experience of undertaking examinations as 
part of access? 
a. Will you be using extra-time available to you? 
b. Do you have a fear of sitting exan-dnations? 
c. Did you feel more confident when sitting in an exam? 
d. Did you feel a sense of achievement after you completed an exam? 
e. Do you do better with continuous assessment than examinations? 
11. Please tell me if the support you have received has helped improve your 
studies? 
a. Provided you with the confidence to tackle the academic work. 
b. Has it provided you with different strategies to cope with the work? 
c. Have additional workshop sessions for English and Maths been useful? 
12. Would you mind telling me if you have learnt new skills through the academic 
elements of access? 
a. How to use computers. 
b. Reading, writing and preparation skiUs for essays. 
13. Can you tell me if the support of your partner, family and friends has helped 
you to cope with the academic elements of access? 
14. Would you mind telling me if you are undertaking additional qualifications 
whilst on access? 
a. GCSE's. 
b. AS Levels. 
c. A Levels. 
d. Have you been able to cope with access whilst studying these additional 
qualifications? 
Please tell me about your relationship with academic staff on access? 
a. Have they provided extra support e. g. filling out university application forms? 
b. Provide general advice e. g. what to expect at university interviews. 
c. Have they identified your academic weaknesses? 
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d. Have they openly stated your disability in the classroom? 
e. Have they provided help with specific elements of access? 
f. Have they provided feedback on coursework? 
g. Have they encouraged you to do well? 
h. Have support staff been helpful e. g. computer and library staff? 
i. Have you approached academic staff for help with subjects you could not 
understand? 
j. Have you had to hassle staff to receive help? 
k. Have you had to drop subjects because the lecture was not interested? 
1. Did you find it difficult to seek help because of your outside commitments? 
m. Did it take too long to obtain tutorial dates? 
o. Have individual teaching styles being positive or negative? 
p. Have lecturers asked you why you have not turned up? , 
q. Have you found it embarrassing where you have gone wrong - reminds you of 
earlier educational experiences? 
r. Have academic staff tried to discourage you because of your dyslexia? 
s. Do you feel staff treat you differently because you are a mature student? 
16. Can you tell me if you feel you progressively improved academically whilst 
enrolled on access? 
a. Do you feel that you have performed better in the first year? 
b. Have you thought about dropping out? 
17. Would you mind telling me about your- experience of using the course 
material? 
a. Handouts. 
b. Does the use of handouts allow you to concentrate more on understanding the 
subject material? 
c. Difficult to read handouts on black and white paper - white and black merged 
together. 
d. Handouts produced in alternative formats to overcome this problem e. g. blue 
transparencies over the text. 
e. Have academic staff made the course material interesting? 
f. Did your experience improve after staff became aware of your dyslexia? 
g. Did you experience difficulties in giving presentations? 
h. Have you experienced difficulty in meeting the requirements for classes such as 
completing the required reading? 
i. Uncertain about how to present material. 
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18. Do you feel you have gained anything from your academic experience of 
access? 
a. Positive or negative experience of education. 
b. Did you think your earlier experiences of education would be repeated? 
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Appendix 2(l) 
Stage 2 of the research 
Learning support tutor experience of supporting dyslexic students on 
access. Semi-structured Interview Schedule 
1. Can you tell me what your responsibilities as a dyslexia support tutor are? 
2. Can you tell me about the support and resources available to dyslexics on access? 
3. Can you tell me what support and resources you would require to adequately 
support dyslexic students on access? 
4. To what extent do you think you have been able to support the dyslexic students 
enrolled in access? 
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Appendix 20) 
Stage 2 of the research 
Learning Support Questionnaire 
DISABLED PEOPLE AND 771E ACCESS OPPORTUNITIES INTO 
IHGBER EDUCA77ON 
CollegeA 
LEARNING SUPPORT QUESTIONNAIRE 
TO: 
I am reviewing the support provision available for dyslexic students enrolled on 
access courses at the colleges of further education that are arfiliated to De Montfort 
University. 
Please take five minutes to complete this questionnaire and return to: James M 
Palfreman-Kay, Department of Social and Community Studies, Faculty of 
Health & Community Studies, De Montfort University, Scraptoft Campus, 
Leicester LE7 9SU Tel: (0116) 2577878 E-mail: jmpk@DMU. ac. uk 
Have all students been made aware of how their dyslexia effects them? 
(Please delete as appropriate) 
YES/IVO 
(Other Comments) 
2. Have all dyslexic students given their permission for you to tati to academic staff about 
their dyslexia? 




3. Have all dyslexic students been provided with Study Skills material? 
(Please delete as appropriate) 
YES/IVO 
(Other Comments) 
4. Have all dyslexic student accessed Study Skills Supportfor Improving essay writing? 
(Please dele. c. as appropriate) 
YES/1VO 
(Other Comments) 
5. Has additional funding been provided to purchase quipment for dyslexic students e. g. 
Dictaphones? 




6. Have all dyslexic students used the Open Learning Centre for support with their 
studies? 
(Please delete as appropriate) 
YES/IVO 
(Other Comments) 
7. Have all dyslexic students borrowed equipment through the Open Learning Centre? 
(Please delete as appropriate) 
YESIIVO 
(Other Comments) 
8. Have all dyslexic students sought supportfrom access tutors? 
(Please delete as appropriate) 
YES1IV0 
(Other Comments) 
9. Have all dyslexic students been provided with pastoral support? 




10. Have all dyslexic students been provided support through outside disability 
organisations? 




11. Have all dyslexic students been referred to learning support staff through academic 
staff? (Please delete as appropriate) 
YES/IVO 
(Other Comments) 
12. Have all dyslexic students regularly used the Open Learning Centre for Support with 
their studies? 




13. Have all dyslexic students been involved in deciding the supvort package available to 
them? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
14. Have all dyslexic students taken up the offer of written English support? 




15. Have all dyslexic students undertaken the offer of planning strategies e. g. Mind 
mapping? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
16. Have all dyslexic students taken up the offer to help to preparefor revision timetables 
each week? 





o.. 6............ 0 
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17. Have all dyslexic students contacted you about the suppoit available before they 
enrolled on access? 
(Please delete as appropriate) 
YES12VO 
(Other Comments) 
18. Have all dyslexic students taken up the availability of workshop support? 
(Please delete as appropriate) 
YES/IVO 
(Other Comments) 
......................................... o.......... o.................. o. 0o.. 6... 
..................... 
19. Have all dyslexic students taken up the availability of on-course support? 






20. Have all dyslexic students taken up the availability of extra timefor examinations? 
(Please delete as appropriate) 
YES/IVO 
(Other Comments) 
21. Have all dyslexic students taken up the provision of essay support? 
(Please delete -as appropriate) 
YESINO 
(Other Comments) 
22. Have all dyslexic students identified their support needs ai the interview stage for 
access? (Please delete as appropriate) 
YESIIVO 
(Other Comments) 
23. Have all dyslexic students been assessed in-house whilst enrolled on access? 




24. Have all dyslexic students been assessed by an Educational Psychologist? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
25. Have all dyslexic students had regular contact with Learning support staff? 
(Please delete as appropriate) 
YESIIVO 
(Other Comments) 
26 Anyfurther comments ........................................................................... 
(Please continue overleal) 
Thank you for your co-operation. 
Completed by: ................................. Contact No: ............ t 0.! ..................... 
418 
Appendix 2(k) Stage 2 of the research 
Learning Support Questionnaire 
DISABLED PEOPLE AND TBE ACCESS -OPPOR7TWTZES IN-M 
IHGBER EDUCATION 
College B 
LEARNING SUPPORT QUESTIONNAIRE 
To: 
I am reviewing the support provision available for dyslexic students enrolled on 
access courses at the colleges of further education that are affiliated to De Montfort 
University. 
Please take five minutes to complete this questionnaire and return to: James M 
Palfreman-Kay, Department of Social and Community Studies, Faculty of 
Health & Community Studies, De Montfort University, Scraptoft Campus, 
Leicester LE7 9SU Tel: (0116) 2577878 E-mail: - jmpk@DMU. ac. uk 
Have all dyslexic students ought support with their studies? 
(Please defere as appropriate) 
YESIIVO 
(Other Comments) 
2. Have all dyslexic students taken up the availability of individual support? 




3. Have dyslexic students been involved in deciding the support provision available to 
them? 
(Please delete as appropfiate) 
- YESINO Other Comments) 
4. Have all dyslexic students been shown basic English skills through the individual 
support sessions in: 
a. ) Essay planning? (Please delete as appropriate) 
YESINO 
(Other Comments) 
b. ) Essay construction? 
Essay writing? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 




5. Have all dyslexic students been shown time management skills? 




6. Have all dyslexic students been assessed in-housefor dyslexia whilst enrolled on access? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
7. Have all dyslexic students been assessed by an Educational Psychologist? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
Have all dyslexic students self identified themselves: 
Before enrolling on access? 




b. ) Milst enrolled on access? 
(Please delete as appropriate) 
YESIIVO 
(Other Comments) 
9. Have all dyslexic students borrowed computers to support them with their studies? 
(Please delete as appropriate) 
YES/IVO 
(Other Comments) 
10. Have all dyslexic students been provided with note-takers to support them with their 
studies? (Please delete as appropriate) 
YES)2VO 
(Other Comments) 
................................................................................. * ........................ 
11. Have all dyslexic students been provided with access course material in alternative 
forma ts ? 




12. Have all dyslexic students used the skills workshop to prepare their work for 
submission? 
(Please delete as appropriate) 
YESIIVO 
(Other Comments) 
13. Have all dyslexic students attended an initial interview to discuss their support needs? 
(Please delete as appropriate) 
YES/IVO 
(Other Comments) 
14. Have all dyslexic students taken up the provision of extra time available for 




15. Have all dyslexic students declared their disability or difficulties when applying to 
access? 
(Please delete as appropriate) 
YESIIVO 
(Other Comments) 
16. Have all dyslexic students contacted Student Services to arrange support? 
(Please delete as appropriate) 
YES1IV0 
(Other Comments) 
17. Have all dyslexic students taken up the provision Of extra subject specific support 
through access taff? 
(Please delete as appropfiate) 
YES/IVO 
(Other Comments) 
18. Have all dyslexic students support packages being arranged through: 
Study Support? 




b. ) Student Services? 
(Please delete as appropriate) 
YESINO 
(Pther Comments) 
19. Have the support needs for all dyslexic students been identified at the initial interview? 
(Please delete as appropriate) 
YES/IVO 
(Other Comments) 
20. Have all dyslexic students signed a learning support agreement? 
(Please delete as appropriate) 
YESIIVO 
(Other Comments) 
21. Have all dyslexic students completed a pre-assessment for access uch as writing an 
introductory piece? 




22. Have all dyslexic students taken part in a review of their support package? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
23. Have all dyslexic students taken up the offer of additional teaching from a specialist 
teacher? 
(Please delete as appropriate) 
YESIIVO 
(Other Comments) 
24. Have all dyslexic students accessed the option to have. 
aj Handouts in alternative formats? (Please delete as approptiate) 
YESINO 
(Other Comments) 
bj Teaching materials in alternative formats? 




30. Anyfurther comments ........................................................................... 
(please continue overleaj) 
71tank you for your co-operation. 
Completed by .................................. ContactNo: .................................... 
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Appendix 2(l) 
Stage 2 of the Research 
Learning Support Questionnaire 
DISABLED PEOPLE AND TRE ACCESS OPPORTVNI77ES INTO 
WGBER EDUCATION 
College C 
LEARNING SUPPORT QUESTIONNAIRE 
To: 
I am reviewing the support provision available for dyslexic students enrolled on 
access courses at the colleges of further education that are affiliated to De Montfort 
University. 
Please take five minutes to complete this questionnaire and return to: James M 
Palfreman-Kay, Department of Social and Community Studies, Faculty of 
Health & Community Studies, De Montfort University, Scraptoft Campus, 
Leicester LE7 9SU Tel: (0116) 2577878 E-mail: jmpk@DMU. ac, uk 
Have all dyslexic students been assessed in-house? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
2. Have all dyslexic students been assessed by an Educational Psychologist whilst enrolled 
on access? 




3. Have all dyslexic students taken up the availability of one to one support? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
4. Have all dyslexic students taken up the provision of group sun-, qrt? 
(Please delete as appropriate) 
YESIIVO 
(Other Comments) 
5. Have all dyslexic students taken up the availability of extra timefor examinations? 




6. Have all dyslexic students taken up the provision of Information Technology to support 
them with their studies e. g. loan of laptop computers? 
(Please delete as appropriate) 
YES12VO 
(Other Comments) 
7. Have all dyslexic students taken up the availability of computers to assist them with 
their examinations? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
8. Have higher educational grants such as the Disabled Students Allowance been accessed 
for all dyslexic students progressing into higher education? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
9. Have all dyslexic students taken up the individual half an hour support each week? 




10. Have all dyslexic students taken up the availability of small group support? 
(Please delete as appropriate) 
YESIIVO 
(Other Comments) 
11. Have all dyslexic students used the: 
a. ) One to one support to talk about any specific problems related to their studies? (Please delexýas appropriate) 
YESINO 
(Other Comments) 
bj One to one support to talk about a programme of work that will help them to be 
successful with their studies? (Please delete as appropriate) 
YES/7VO 
(Other Comments) 
12. Have all dyslexic students used: 




b. ) Small group support to talk about a programme of work that will help them to be 
successful with their studies? 
(Please delete as approptiate) 
YES/IVO 
(Other Comments) 
13. Have all dyslexic students used individual supportfor. 




(Please delete a's approptiate) 
YESINO 
(Other Comments) 




14. Have all dyslexic students used group support for: 
a. ) Proof reading of essays? 
(Please delete as appropriate) 
YESIIVO 
(Other Comments) 
b. ) Spelling? 
c. ) Structuring of essays? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
(Please delete as approptiate) 
YES/IVO 
(Other Comments) 
15. Have all dyslexic students taken up the availability of two-hour support? 




16. Have all dyslexic students borrowed the Study Skills book from Key Skills to support 
them with their studies? 
(Please delete as appropriate) 
YES17VO 
(Other Comments) 
17. Have all dyslexic students borrowed laptop computers on: 
a) Short-term loan? 
b. ) Long-term loan? 
(Please delete as appropriate) 
YESIIVO 
(Other Comments) 
(Please delete as appropriate) 
YESIIVO 
(Other Comments) 
18. Have all dyslexic students who have borrowed laptop computers developed their 
Information Technology skills? 




19. Have all dyslexic students who borrow laptop computers taken up the availability of 
Information Technology induction courses? 
(Please delete as appropriate) 
- YES11V0 
(Other Comments) 
20. Have all dyslexic students taken up the availability of equipment to support them with 
theirs tudies e. g. Dictaphones 
(Please delete as appropriate) 
YES/IVO 
(Other Comments) 
21. Have all un-diagnosed dyslexic students referred themselves to Key Skills? 






22. Have all dyslexic students taken up the availability of Study Skills support? 
(Please delete as appropriate) 
YESRVO 
(Other Comments) 
23. Have all dyslexic students been discovered through college assessment procedures? 
(Please delete as appropriate) 
YESIIVO 
(Other Comments) 
24. Have all dyslexic students taken up the option of writing an action plan? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
25. Have all dyslexic students been involved in a review of their support package each 
term? 




26. Have all dyslexic students been involved in determining the support package that is 
available to them? 
(Please delete as appropriate) 
YESINO 
-, fPther Comments) 
27. Have all dyslexic students provided feedback on the support that they have received? 
(Please delete as appropriate) 
YES/IVO 
(Other Comments) 
28. Any further comments ........................................................................... 
(Please continue overleal) 
Thank you for your co-operation. 
Completed by: ................................. Contact No: .................................... 
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Appendix 2(m) 
Stage 2 of the Research 
Learning Support Questionnaire 
DISABLED PEOPLE AND 771E ACCESS OPPORMM77ES ZNTO 
ZHGBER EDUCATION 
Co llege D 
LEARNING SUPPORT QUESTIONNAIRE 
To: 
I am reviewing the support provision available for dyslexic Students enrolled on 
access courses at the colleges of further education that are affiliated to De Montfort 
University. 
Please take five minutes to complete this questionnaire and return to: James M 
Palfreman-Kay, Department of Social and Community Studies, Faculty of 
Health & Community Studies, De Montfort University, Scraptoft Campus, 
Leicester LE7 9SU Tel: (0116) 2577878 E-mail: imvk@DMU. ac. uk 
1. Have all dyslexic students taken up the availability of a: 
a. ) Pre-entry assessment interview? 
b) Guidance interview? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 




2. Have all dyslexic students been assessed before starting access? 
(Please delete as appropriate) 
YES1IV0 
(Other Comments) 
3. Have any dyslexic students displayed concerns over disclosure of their disability? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
4. Have all dyslexic students had their support packages arranged before they started 
access ? 
(Please delete as appropriate) 
YES1IV0 
(Other Comments) 
5. Have all dyslexic students taken up the provision of study skills courses? 




6. Have all dyslexic students sought pastoral support whilst enrolled on access? 
(Please delete Rs appropriate) 
YES/IVO 
(Other Comments) 
7. Have all dyslexic students taken up the provision of note taker support? 
(Please delete as appropriate) 
YES1IV0 
(Other Comments) 
S. Have all dyslexic students sought help with basic English skills through the one to one 





9. Have all dyslexic students taken up the availability of equipment to support them with 
their studies e. g. spellcheckers? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
10. Have all dyslexic students taken up the Information Techn-ilogy provision to assist 
them with their studies e. g. borrowing computers? 
(Please delete as appropriate) 
YES/1VO 
(Other Comments) 
11. Have all dyslexic students been assessed by an Educational Psychologist whilst enrolled 
on access? 
(Please delete as appropriate) 
YESIIVO 
(Other Comments) 
12. Have all dyslexic students been assessed in-house whilst enrolled on access? 




13. Have all dyslexic students used the one to one support sessions for. 
a. ) Planning assignments? 
b. ) Editing? 
c. ) Proof reading of essays? 
d. ) Researching? 
(Please delete as appropriate) 
YES/IVO 
(Other Comments) 
(Please delewas appropriate) 
YESINO 
(Other Comments) 
(Please delete as appropriate) 
YES/IVO 
(Other Comments) 




e. ) A structured spelling programme? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
f. ) A structured grammar programme? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
14. Have all dyslexic students taken up the availability of extra timefor examinations? 




15. Have all dyslexic students taken up the provision of one to one support each week? 





16. Any further comments ........................................................................... 
(Please continue overleal) 
Viank you for your co-operation. 
Completed by ................................. ContactNo: .................................... 
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Appendix 2(n) 
Stage 2 of the research 
Learning Support Questionnaire 
DISABLED PEOPLE AND TBE ACCESS OPPOR7UM77ES INTO 
IMBER EDUCATION 
College E 
LEARNING SUPPORT QUESTIONNAIRE 
To: 
I am reviewing the support provision available for dyslexic students enrolled on 
access courses at the colleges of further education that are affiliated to De Montfort 
University. 
Please take five minutes to complete this questionnaire and return to: James M 
Palfreman-Kay, Department of Social and Community Studies, Faculty of 
Health & Community Studies, De Montfort University, Scraptoft Campus, 
Leicester LE7 9SU Tel: (0116) 2577878 E-mail: iml2k@DMU. ac. uk 
1. Have dyslexic students contacted you about the dyslexia support provision that is 
available at this college? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
2. Have you come into contact with the dyslexic adults before thev enrol on access? 




3. Have all dyslexic students taken up the availability of one to one support? 
(Please delete as appropriate) 
YES/IVO 
(Other Comments) 
4. Have all un-diagnosed dyslexic students been refereed to learning support staff? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
5. Has the support provision allowed dyslexic students to keep up to date with their 
studies? 




6. Have all dyslexic students been able to use the Infonnation Technology support 
provision to assist them with their studies? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
7. Have all dyslexic students been able to access tudy skills support? 




8. Have all dyslexic students taken up the availability of extra timefor examinations? 





9. Have all dyslexic students sought help in writing up assignments? 




10. Have all dyslexic students sought pastoral supportfrom learning support staff? 
(Please delete as appropriate) 
YESINO 
(Other Comments) 
1. Any further comments ........................................................................... 
(Please continue overleaf) 
Thank you for your co-operation. 
Completed by: ................................. Contact No: .................................... 
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